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ABSTRACT 
The aim of the present study was to explore the effect of emotional intelli-
gence and need achievement on over and under achievement of high school boys 
and girls. The study was primarily aimed at examining whether emotional intelli-
gence is the significant predictor of academic achievement or not. Besides these, 
another aim of the study was to examine gender difference in emotional intelli-
gence and its dimensions, and in need achievement and to examine inter correlation 
among different variables. 
Educators are commonly interested in knowing whether a student is work-
ing up to its ability. Here the term ''ability" refers to students performance on an \Q 
test suppose a student performance better relative to the average of his age or grade 
group on a test of aptitude or mental ability than on achievement test in some 
subject matter field. This situation is of great concern to the teacher or an educator. 
Such a students termed as under achiever, similarly a student is termed as an over 
achiever if his performance is better relative to the average of his age or grade 
group on a test achievement than on a test of mental ability. Any child who falls 
below the average of all children is thought of as an under -achiever and who falls 
above the average of all children is thought of as on over- achiever. This assumes 
that all children are of the same ability. We know that all six year old or all ten year 
old are not the same with respect to either native endowment all life experiences. 
The differences show on our measures of academic aptitude as well as on any other 
measures that we can apply to the children. 
Although the concept of IQ is central to the definition of over and under-
achievement, the very fact that overachievement can also be there, points to the 
reality that factors other than intellectual capacities contribute to academic 
achievement. Knowledge of these factors can have immense applied importance. 
For underachievers, intervention and guidance based upon these factors can be very 
useful, for improving the performance of students. 
Research to understand the unexplainable factor associated with life begin to 
look up new theoretical construct and soon stumbled up on the notion of social 
intelligence explain back in 1920s, By E.L. Thomdike. This recent revival in the 
field of social intelligence has put forth ideas like multiple intelligence Motiva-
tional intelligence and emotional intelligence 
To say that a person is more intelligent than another can only means that he or 
she act more intelligently most of the time, research has continually shows that 
grade school or high ]Q cannot predict unerringly who will be successful and who 
will not, in day to day word no intelligence is more important than the inter per-
sonal, high IQ offers little to explain the different destines of people with roughly 
equal promises schooling and opportunity practical skills and the ability to handle 
people that include a part of the art of managing emotion contribute a lot for any 
success. Dr. Daniel Goleman called it emotional intelligence. Emotional intelli-
gence at the most general level differs to the ability to recognize and regulate 
emotion in oneself and in others. 
Achievement motivation is basic to a good life. Achievers, as a whole, enjoy 
life and feel in control. Being motivated keeps us productive and gives us self-
respect. Where and how achievement needs are learned are complex, intriguing, 
and important questions. David McClelland, et al. (1953) and John Atkinson 
(1981) have contributed greatly to this area of study. 
The main thrust of the present research is to throw light on the phenomenon of 
over and under-achievement by exploring the effect of emotional intelligence and 
need achievement contribute to academic achievement and over and under-
achievement of high school boys and giris. 
The data was obtained in two phases. In the first phase intelligence test was 
administered in order to identify over and under achievers. There are 774 students 
of which the test was administered, out of these 200 was identified as over and 
under achievers. The main sample comprised of 200 out of which 115 were giris 
and 85 were boys. The age of the sample was 13 to 18 years. The data was col-
lected using the following tools: 
• Standard progressive matrices. [SPM] 
• Deo-Mohan achievement motivation scale. [DMAMS] 
• Emotional intelligence scale [EIS] 
The study was conducted in two phases, the first phase develop emotional in-
telligence test which measures emotional intelligence. Different test are available to 
measure emotional intelligence but they were not suited according to age, test 
construction is also considered a crucial activity. Therefore a test of emotional 
intelligence was developed. The investigator administered the test of emotional 
intelligence to 10 student of which 5 were highly emotional intelligent and 5 were 
HI 
low emotional intelligent the too were administered in groups. Initially the test of 
SPM was given in order to categorize over and under achievers. After identification 
the test of emotional intelligence and need achievement was administered. The data 
was analysed by using descriptive statistics, like mean, SD, parametric statistics 
such as t-test and Pearson Product Moment correlation, inference and prediction 
such as multiple regression, was also carried out. 
Results revealed that the EQ was not found to be a significant predictor of aca-
demic achievement. Correlation between IQ and EQ was found to be significant. 
As, it was found that over achievers differ from under achievers on different 
components of emotional intelligence and emotional intelligence itself, this shows 
over achievers were high in emotional intelligence as compared to under achievers. 
Another dimension which was examined in the present research is the gender 
difference on emotional intelligence, its dimension and need-achievement, the 
result found that girls and boys differ on emotional intelligence and motivation; 
girls were found to be more emotionally intelligent than boys. It was also found 
that girls were high in level of motivation as compared to boys. Boys and girls do 
not differ on self-awareness, self-regulation, empathy, social-skill and need-
achievement. Significant correlations were found between academic achievement 
and emotional intelligence, academic achievement and intelligence, IQ and EQ, 
different component of EQ are significantly correlated among each other. This 
shows that as the emotional intelligence increases academic achievements also 
increase. Similarly, as the level of IQ increases EQ level also increases and vice-
versa. 
IV 
The present research highlights the need to incorporate among student's emo-
tional skills. This research will help us to develop our children into emotionally 
balanced and stable individuals. If we are able to lessen the emotional turmoil of 
our young adults, we will perhaps be able to groom happier and stable individuals 
who would be able to concentrate more on positive aspects of life rather being 
continuously entangled in emotional distress. The phenomena of underachievement 
also become improved if emotional intelligence skills become developed. Need 
achievement also shown to be related to over and under achievement, so parents 
and teachers help the child in this regard, then the underachievement becomes 
improved. 
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Chapter -1 
INTRODUCTION 
A focal concern of education is to arrive at strategies and intervention which 
enable learner to achieve his full potential. When human resources are utilized to 
the optimal degree, it impacts positively on the status which the individual is likely 
to achieve in future life. Realization of tliis potential also contributes to mental 
health. Therefore the phenomena of underachievement and overachievement 
become an issue of great concern to the educators or social scientist. 
Achieving not up to the expected level has now become a menacing problem 
not only in India but also in the most advanced countries of the world (Writh 1977, 
Clark et-al 1981, Garlet et-al 1985, Dianna 1986). It is quite recently that the 
research workers in the field of academic achievement have come to realize the 
growing danger of imderachievement. {Riddingl966, Saxenal972, Hag 1987) in 
India, where illiteracy has assimied a gigantic shape, therefore underachievement is 
adding a new dimension to the problem. 
Though the problem of over and under-achievement among the students can be 
traced back to the inception of the concept of measured intelligence, it was objec-
tiively comprehend and statistically recognized with methodological accuracy by 
Thomdike (1963). Baffled by the failure of prediction in relation to the discrepant 
achievers, the workers in the field focused their attention on finding out the causal 
and concomitants factors of overachievement that is achieving above the expected 
level, and underachievement, that is achieving below the level expected on the 
basis of intelligence. It is necessary to define over and underachievement as 
Discrepancies of actual achievement from the predicted achieve-
ment, predicted upon the basis of the regression equation 
between aptitude and achievement" (Thomdike 1963) 
Educators are commonly interested in knowing whether a student is working 
up to its ability. Here the term "aZ>////y" refers to students performance on an IQ test 
suppose a student performance better relative to the average of his age or grade 
group on a test of aptitude or mental ability than on achievement test in some 
subject matter field. This situation is of great concern to the teacher or an educator. 
Such a students termed as under achiever, similarly a student is termed as an over 
achiever if his performance is better relative to the average of his age or grade 
group on a test achievement than on a test of mental ability. Any child who falls 
below the average of all children is thought of as an under -achiever and who falls 
above the average of all children is thought of as on over- achiever. This assumes 
that all children are of the same ability. We know that all six year old or all ten year 
old are not the same with respect to either native endowment all life experiences. 
The differences show on our measures of academic aptitude as well as on any other 
measures that we can apply to the children. 
Although the concept of IQ is central to the definition of over and under-
achievement, the very fact that overachievement can also be there, points to the 
reality that factors other than intellectual capacities contribute to academic 
achievement. Knowledge of these factors can have immense applied importance. 
For underachievers, intervention and guidance based upon these factors can be very 
useful, for improving the performance of students. 
Psychologist and Educationist predict the achievement of student on the basis 
of their intelligence. The term intelligence is used most commonly in our day to 
day conversation, we often comment that a particular child is intelligent or not 
intelligent on the basis of the observation of their performance and behavior 
concerned in comparison to other of his group, so human intellect has fascinated 
scholars for centuries, Plato, Aristotle, Etard, Esquirol have formed the foundation 
for the modem exploration of intelligence for the past two hundred years. Over the 
last few decades the study of intelligence has been considered as one of the most 
important means for selection, training, evaluation, diagnosis in clinical defense 
and educational settings. 
hitelligences are universal, in that all normal people exhibit some capacity for 
each, but there is considerable individual variation in initial profile of intelligence 
individual begin life with a particular profile of intelligence and this starting profile 
will have some influence on the achievement. 
Now the question arises, what intelligence is? Over the years a number of psy-
chologists have defined intelligence and though they differ in terminology most 
would probably agree that it is best defined as the ability to benefit from experience 
to learn new ideas or new set of behavior easily 
Intelligence Quotients (I.Qs) were developed and used during the initial part of 
the 20"' century as measures of intelligence. French psychologist Alfi-ed Binet 
pioneered the modem intelligence testing movement in developing a measure of 
mental age in children, a chronological age that typically corresponds to a given 
level of performance (Myers, 1998). More modem studies linked a person's I.Q. 
with their potential for success in general {Weschler, 1958) as well as with ele-
ments such as leadership success {Lotd, De-Vader, &AUiger, 1986). However, the 
validity of the general academic measure of I.Q. was soon challenged on the 
grounds that it did not consider situational factors such as environment or cultural 
setting when predicting achievement {Riggio, Murphy, Pirozzolo, 2002). Theorists 
began to hypothesize that perhaps cognitive intelligence as measured by I.Q. tests 
did not encompass intelligence in its entirety, but that perhaps several types of 
intelligences could coincide within one person. 
An influential psychologist in the areas of learning, education, and intelli-
gence, E.L. Thomdike proposed that humans possess several types of intelligence, 
one form being called social intelligence, or the ability to understand and manage 
men and women, boys and girls, and to act wisely in human relations {Thomdike, 
1920). Even David Wechsler, the originator of the Wechsler Adult Intelligence 
Scale (WAIS) intelligence tests, referred to both non-intellective and intellective 
elements of intelligence. The non-intellective elements, which included affective, 
personal, and social factors, he later hypothesized were essential for predicting 
one's ability to succeed in life. 
The aggregate or global capacity of the individual to act pur-
posefully to think rationally, and to deal effectively with his 
environment (Wechsler, 1944) 
Later in the 1980s, Howard Gardner again raised the notion of multiple intelli-
gences. A Harvard-educated developmental psychologist, Gardner proposed a 
theory of multiple intelligences which dictated that individuals possess aptitudes in 
several areas, including verbal, mathematical, musical, spatial, movement oriented, 
environmental, intrapersonal (the examination and knowledge of one's own feel-
ings) and interpersonal (the ability to read the moods, intentions, and desires of 
others) spheres (Myers, 1998). These intelligences were thought by Gardner to be 
as important as the type of intelligence typically measured by I.Q. tests {Gardner, 
1983). These theories open doors to other theories like emotional intelligence. 
It has now become an established fact that intelligence and academic achieve-
ment are so closely related to each other as it has evidenced by large number of 
investigations (Mc-Candles 1972, Chatterji 1974, Robert 1981, Flynn 1991) that it 
can be safely said the intelligence is the most important predictor of academic 
achievement. However the relationship between the two variables has never found 
to be perfect. A chunk of population has in such studies always remain impredicted 
that is either the subject have fallen above or below their predicted levels. This kind 
of discrepant achievement was realized by the early workers in the field like 
{Painter 1922, Peters 1926, Burt 1937) also, but they failed to identify exactly 
what caused the failure of prediction in such cases. Believing the perfect relation-
ship between intelligence and achievement they held some methodological error as 
responsible for the failure of prediction. However it was Burt (1937) that indicated 
the role of schools in contributing towards the over and under-achievement of the 
peoples cause by the "Pull and Push" force of the schools since that time the 
research worker has been trying to find out factors responsible for discrepant 
achievement going unpredicted by intelligence. 
The term over-achievement and under-achievement which owe their origin to 
the genius of Burt (1937) started appearing on the horizon of achievement predic-
tion quite early, those who achieved higher than expected on the basis of 
intelligence were called by Burt over-achiever and those who achieve lower were 
called as under-achiever. The concept whoever took a long time to get clarified and 
read the methodological precisioii where its stands today. The pupil who is not 
working hard enough to achieve to the limits allowed by his abilities (Kowitz 
Armstrong) 
For conducting any research work on over and under-achievement it is essen-
tial to have a clear understanding of the phenomena from definitive and 
methodological point of view. As suggested by Thomdike, it is necessary to define 
over and under-achievement as discrepancies of actual achievement from the 
predicted achievement "Predicted upon the basis of the regression equation be-
tween aptitude and achievement" (Thomdike 1963). As such overachievement 
would refer positive discrepancies and under-achievement to negative discrepan-
cies of the actual achievement from the predicted value, predicted on the basis of 
intelligence which has been accepted as a single most important predictor of 
academic achievement. Thomdike further argues that "we must predict achieve-
ment from aptitude on the basis of the known correlation between the aptitude 
measure and achievement measure. The prediction equation or regression equation 
tell us the average of typical achievement score for individuals at any given apti-
tude level. {Thomdike 1963) 
It is quite recently that the controversy surrounding the accomplishment quo-
tient as the most reliable and precise major of potential achievement has subsided 
into a sort of consensus that intelligence is the most important yet an imperfect 
predictor of school attainment (Crane 1959, Burt 1959). 
This appears to be the earliest break through in the direction of recognizing the 
influence of a non-intellectual factor in achievement. Although these early worker 
had not been able to recognize the regression effect in achievement behavior which 
is exhibited in this downward movement of high scores and the effort movement of 
the low scores toward the group mean score, they accepted influence of school on 
achievement, thus, at least implicitly weakening the position of intelligence as a 
absolute determiner of achievement. The concept of intelligence as the standard 
capacity of scholastic achievement, which was rather an implied denial of other 
possible known intellectual factors operating on achievement however continued 
for a long time. 
In 1972, Barton, Dielman and Cattell conducted another study to assess more 
fully the relative importance of both ability and personality variables in the predic-
tion of academic achievement. One of the conclusions they reached was that IQ 
together with the personality factor which they called conscientiousness predicted 
achievement in all areas. What was tested under personality was among others 
whether the student is reserved or warmhearted, emotionally unstable or emotion-
ally stable, undemonstrative or excitable, submissive or dominant, conscientious or 
not, shy or socially bold, tough-minded or tender-minded, zestful or reflective, self-
assured or apprehensive, group dependent or self-sufficient, uncontrolled or 
controlled, relaxed or tense. We can easily see that most of these factors are 
included in the components of emotional intelligence. 
Research to understand the unexplainable factor associated with life begin to 
look up new theoretical construct and soon stumbled up on the notion of social 
intelligence explain back in 1920s, By E.L. Thomdike. This recent revival in the 
field of social intelligence has put forth ideas like multiple intelligence {Gardner 
1983), Motivational intelligence {Wagner Sternberg 1985), and emotional intelli-
gence {Mayor & Salovey 1990, Goleman 1995, Mayor & Gahar 1996, Bar-On 
1997). 
Emotional intelligence refers to an ability to perceive and recognize emotions, 
to assimilate emotions, to understand the massage and meaning of the emotions. 
Emotional intelligence is the ability of managing and regulating emotions {Mayer 
and Salovey, 1997; Salovey and Mayer, 1990). According to Mayer and Salovey, 
emotional intelligence reflects not a single trait or ability but, rather, a composite of 
distinct emotional reasoning abilities: perceiving, understanding, and regulating 
emotions. Perceiving emotions consists of recognizing and interpreting the mean-
ing of various emotional states, as well as their relations to other sensory 
experiences. Understanding emotions involves comprehension of how basic 
emotions are blended to form complex emotions, how emotions are affected by 
events surrounding experiences, and whether various emotional reactions are likely 
in given social settings. Regulating emotions encompasses the control of emotions 
in oneself and in others. An individual's emotional intelligence is an indication of 
how he or she perceives, understands, and regulates emotions, hi sum, emotional 
intelligence is a form of intelligence that involves the ability to monitor ones own 
and other's feelings and emotions, to discriminate among them and to use this 
information to guide one's thinking and actions (Salovey & Mayer. 1990). 
Emotional intelligence is a type of social intelligence that in-
volves the ability to monitor own and others feelings and 
emotions, to discriminate among them, and to use this informa-
tion to guide ones thinking and action. (Salovey & Mayer 1990) 
To say that a person is more intelligent than another can only means that he or 
she act more intelligently most of the time, research has continually shows that 
grade school or high IQ cannot predict unerringly who will be successful and who 
will not, in day to day word not intelligence is more important than the inter 
personal, high IQ offers little to explain the different destines of people with 
roughly equal promises schooling and opportunity practical skills and the ability to 
handle people that include a part of the art of managing emotion contribute a lot for 
any success. Dr. Daniel Goleman called it emotional intelligence. Emotional 
intelligence at the most general level differs to the ability to recognize and regulate 
emotion in oneself and in others. 
Emotional intelligence as the ability to sense, understand, and ef-
fectively apply the power and acumen of emotions as a source of 
human energy, information, connection, trust, creativity and in-
fluence. (Daniel Goleman 1995) 
The most distant roots of Emotional intelligence can be traced back to Dar-
win's early work on the importance of emotional expression for survival and 
adaptation. In the 1900s, even though traditional definitions of intelligence empha-
sized cognitive aspects such as memory and problem-solving, several influential 
researchers in the intelligence field of study had begun to recognize the importance 
of the non-cognitive aspects. For instance, as early as 1920, E. L. Thomdike at 
Columbia University used the term social intelligence to describe the skill of 
understanding and managing other people as given before. 
Similarly, in 1940 David Wechsler described the influence of non-intellective 
factor on intelligent behavior, and further argued that our models of intelligence 
would not be complete until we can adequately describe these factors. In 1983, 
Howard Gardner's Frames of Mind: The Theory of Multiple hitelligences intro-
duced the idea of Multiple Intelligences which included eight area of intelligence 
In Gardner's view, traditional types of intelligence, such as IQ, fail to folly ex-
plain cognitive ability. Various theories of intelligence gave different concept of 
intelligence according to need and time. Charles spearmen 1927 gave G-Factor 
Theory {LL Thurstone 1928), Multi Factor Theory {J.P. Guilford 1967), 3-D 
Theory {Howard Gardner 1983), Multiple Intelligence Theory {Robert Sternberg 
1984), Triarchic Theory, Emotional Intelligence Theory {Goleman 1995) etc. 
The term EI was used for the first time in 1966 by German psychologist Leuner. 
Later in 1985 Wayne Leon Payne uses the term emotional intelligence in doctoral 
Dissertation at an alternative liberal art college this seems to be the first academic 
use of the term Emotional Intelligence. 
Green's Pans (1989) also put forward an EI model followed by Peter Salovey and 
Mayor 1990. In 1990 the work of two American University Professor John Mayor 
and Peter Salovey was published in two academic journal articles. Mayor Univer-
sity of New Hampshire and Salovey (Yale) were trying to develop a way up 
scientifically measuring the different between the people ability in the area of 
emotion. They found that some people were better than others at thing like identify 
there ovra feeling, identifying the feeling of other and solving problem involving 
emotional issues. 
Daniel Goleman, a New York Times writer was a person most commonly as-
sociated with the term emotional intelligence whose beat was brain and behavior 
research. Goleman had been writing article for the magazine Popular Psychology 
and than later for the New York Times newspaper. 
The scope of emotional intelligence includes the verbal and non-verbal ap-
praisal and expression of emotion the regulation of emotion in the self and others 
and the utilization of emotional content in problem solving. Many intellectual 
problems contain emotional information that must be processed. This processing 
may proceed differently then processing of known emotional information 
Emotional intelligence has been found a reliable predictor of academic 
achievement than general intelligence (Downey et-al 2008, Katyal 1999, Rouhini 
20008, Goleman 1995) 
A large amount of research work done in the previous century concluded that 
the higher the intelligence the better the academic performance. Later observations 
made in other studies revealed that adolescent boys and girls in spite of having 
good IQ levels were not able to show equivalent performance. Their declining 
performance appeared as a result of their emotional disturbances, problems in 
managing relationships, and insufficient coping mechanism to deal effectively with 
the environment. Such results made the researchers think, analyze and explore the 
missing elements, which have profound effect on student's academic performance. 
Emotional intelligence is a relatively new concept in the second wave of the 
post IQ thinking which had its origin in the early 80s Howard Gardner multiple 
intelligence. It reflects a set of abilities such as being able to motivate one-self 
persists in the face of frustration. It enables us to control impulsive and delay 
gratification to regulate once mood and thought to empathize and to hope. 
Educator can point also source of data to support this new direction. Students 
who are depress and angry literally cannot leam children who have trouble being 
accepted by their classmate are two to eight times as well likely to drop out. An 
ability to distinguish distressing feeling or handle frustration has been linked to 
eating disorder in girl. 
Research evidence suggests that emotional intelligence can be more powerful 
than IQ. Eminent writer and author have published more than 100 of articles in 
different journal and magazine. Still it requires a systematic examination to test the 
significance of the concept of EQ, studies show that IQ is inherent but EQ can be 
develop and nurtured, even in adulthood and prove beneficial to once health 
relationship and performance, it only helps to understand and control yourself 
better but also others. 
Early theorists such as Thomdike and Gardner paved the way for the current 
experts in the field of emotional intelligence. Each theoretical paradigm conceptu-
alizes emotional intelligence firom one of two perspectives, ability or mixed model. 
Ability models regard emotional intelligence as a pure form of mental ability and 
thus as a pure intelligence. In contrast, mixed models of emotional intelligence 
combine mental ability with personality characteristics such as optimism and well-
being {Mayer, J999). Currently, the only ability model of emotional intelligence is 
that proposed by John Mayer and Peter Salovey. Two mixed models of emotional 
intelligence have been proposed, each within a somewhat different conception. 
Reuven Bar-On has put forth a model based within the context of personality 
theory, emphasizing the co-dependence of the ability aspects of emotional intelli-
gence with personality traits and their application to personal well-being. In 
contrast, Daniel Goleman proposed a mixed model in terms of performance, 
integrating an individual's abilities and personality and applying their correspond-
ing effects on performance in the workplace (Goleman, 2001). 
Peter Salovey and John Mayer first coined the term "Emotional Intelligence" 
in 1990 {Salovey & Mayer, 1990) and have since continued to conduct research on 
the significance of the construct. Their pure theory of emotional intelligence 
integrates key ideas firom the fields of intelligence and emotion. From intelligence 
theory comes the idea that intelligence involves the capacity to carry out abstract 
reasoning. From emotion research came the notion that emotions are signals that 
convey regular and discemable meanings about relationships and that at a number 
of basic emotions are universal {Mayer, Salovey, & Caruso, 2002). They propose 
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that individuals vary in their ability to process information of an emotional nature 
and in their ability to relate emotional processing to a wider cognition. They then 
posit that this ability is seen to manifest itself in certain adaptive behaviors (Mayer, 
Salovey, & Caruso, 2000). 
Mayer and.Salovey's conception of emotional intelligence is based within a 
model of intelligence, that is, it strives to define emotional intelligence within the 
confines of the standard criteria for a new intelligence (Mayer, Salovey, Caruso, & 
Sitarenios, 2003). It proposes that emotional intelligence is comprised of two 
areas: experiential (ability to perceive, respond, and manipulate emotional informa-
tion without necessarily vmderstanding it) and strategic (ability to understand and 
manage emotions without necessarily perceiving feelings well or fiiUy experiencing 
them). Each area is further divided into two branches that range from basic psycho-
logical processes to more complex processes integrating emotion and cognition. 
The first branch, emotional perception, is the ability to be self-aware of emotions 
and to express emotions and emotional needs accurately to others. Emotional 
perception also includes the ability to distinguish between honest and dishonest 
expressions of emotion. The second branch, emotional assimilation, is the ability to 
distinguish among the different emotions one is feeUng and to identify those that 
are influencing their thought processes. The third branch, emotional understanding, 
is the ability to understand complex emotions (such as feeling two emotions at 
once) and the ability to recognize transitions fi-om one to the other. 
Lastly, the fourth branch, emotion management, is the ability to connect or 
disconnect from an emotion depending on its usefulness in a given situation 
(Mayer <& Salovey, 1997). 
Reuven Bar-On developed one of the first measures of emotional intelligence 
that used the term "Emotion Quotient". Bar-On's model of emotional intelligence 
relates to the potential for performance and success, rather than performance or 
success itself, and is considered process-oriented rather than outcome-oriented 
(Bar-On, 2002). It focuses on an array of emotional and social abilities, including 
the ability to be aware of, understand, and express oneself, the ability to be aware 
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of, understand, and relate to others, the ability to deal with strong emotions, and the 
ability to adapt to change and solve problems of a social or personal nature (Bar-
On, 1997). In his model, Bar-On outlines five components of emotional intelli-
gence: intrapersonal, interpersonal, adaptability, stress management, and general 
mood. Within these components are sub-components, all of which are outlined in 
Table 1. Bar-On posits that emotional intelligence develops over time and that it 
can be improved through training, programming, and therapy {Bar-On, 2002). 
Table I: Bar-On's Model Of Emotional Intelligence 
Components 
Intrapersonal 
Interpersonal 
Adaptability 
Stress Management 
General Mood Components 
Sub-Components 
Self-Regard, Emotional Self-
Awareness Assertiveness Independ-
ence Self-Actualization 
Empathy,Social Responsibility 
,Interpersonal Relationship 
Reality Testing ,Flexibility ,Problem 
Solving 
Stress Tolerance, Impulse Control 
Optimism, Happiness 
Bar-On hypothesizes that those individuals with higher than average E.Q's are 
in general more successfiil in meeting environmental demands and pressures. He 
also notes that a deficiency in emotional intelligence can mean a lack of success 
and the existence of emotional problems. Problems in coping with one's environ-
ment is thought, by Bar-On, to be especially common among those individuals 
lacking in the subscales of reality testing, problem solving, stress tolerance, and 
impulse control. In general, Bar-On considers emotional intelligence and cognitive 
intelligence to contribute equally to a person's general intelligence, which then 
offers an indication of one's potential to succeed in life {Bar-On, 2002). 
12 
Daniel Goleman, a psychologist and science writer who has previously written 
on brain and behavior research for the New York Times, discovered the work of 
Salovey and Mayer in the 1990's. Inspired by their findings, he began to conduct 
his own research in the area and eventually wrote Emotional hitelligence (1995), 
the landmark book which familiarized both the public and private sectors with the 
idea of emotional intelligence. Goleman's model outlines four main emotional 
intelligence constructs. The first, self-awareness, is the ability to read one's emo-
tions and recognize their impact while using gut feelings to guide decisions. Self-
management, the second construct, involves controlling one's emotions and im-
pulses and adapting to changing circumstances. The third construct, social 
awareness, includes the ability to sense, understand, and react to other's emotions 
while comprehending social networks. Finally, relationship management, the fourth 
construct, entails the ability to inspire, influence, and develop others while manag-
ing conflict {Goleman, 1998). 
Goleman includes a set of emotional competencies within each construct of 
emotional intelligence. Emotional competencies are not innate talents, but rather 
learned capabilities that must be worked on and developed to achieve outstanding 
performance. Goleman posits that individuals are bom with a general emotional 
intelligence that determines their potential for learning emotional competencies. 
The organization of the competencies imder the various constructs is not random; 
they appear in synergistic clusters or groupings that support and facilitate each 
other (Boyatzis, Goleman, Rhee 1999). Table 2 illustrates Goleman's conceptual 
model of emotional intelligence and corresponding emotional competencies. The 
constructs and competencies fall under one of four categories: the recognition of 
emotions in oneself or others and the regulation of emotion in oneself or others. 
13 
Table 11: Coleman's (2001) Emotional Intelligence Competencies 
RECOGNITION 
REGULATION 
SELF 
Personal Competence 
Self Awareness 
- Emotional Self-Awareness 
- Accurate Self-Assessment 
- Self-Confidence 
Self-Management 
- Self-Control 
- Trustworthiness 
- Conscientiousness 
- Adaptability 
- Achievement Drive 
Initiative 
OTHER 
Social Competence 
Self-Awareness 
- Empathy 
- Service Orientation 
- Organizational Awareness 
Relationship Management 
- Developing Others 
- Influence 
- Communication 
- Conflict Management 
- Leadership 
- Change Catalyst 
- Building Bonds 
- Teamwork and Collabora-
tion 
Petrides et al. (2007) proposed a conceptual distinction between the ability 
based model and a trait based model of EI. Trait EI (or 'Trait Emotional Self-
efficiency') refers to 
A constellation of behavioral dispositions and self-perceptions 
concerning one's ability to recognize, process, and utilize emo-
tion-laden information (Petrides et al. 2007) 
This definition of EI encompasses behavioral dispositions and self perceived 
abilities and is measured by self report, as opposed to the ability based model 
which refers to actual abilities as they express themselves in performance based 
measures. Trait EI should be investigated within a personality framework. 
The conceptualization of EI as a personality trait leads to a construct that lies 
outside the taxonomy of human cognitive ability. This is an important distmction m 
as much as it bears directly on the operationalization of the construct and the 
theories and hypotheses that are formulated about it 
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According to Mayer, there is evidence that emotions are a motor activity as 
well. Emotions, then, bridge thought, feeling, and action - they operate in every 
part of a person, they affect many aspects of the person, and the person affects 
many aspects of the emotions. 
As researchers work to identify the core emotions, the lists vary depending on 
the researcher's area of focus. Some lists focus on chemicals, some on facial 
expressions, some on cross-cultural similarities, some on behaviors. In general, 
researchers agree that there are different kinds of emotions/feelings, according to 
Mayer: "There are emotions which are more biologically oriented and then there 
are complex emotions which are saturated with thoughts and cognition. From an 
educator's viewpoint, this interaction between cognition and emotion opens a portal 
to a new learning potential. 
Effective management of emotions is an important aspect of human behavior. 
Recent investigations in the field of personality indicate that emotional maturity 
and social skills, along with intelligence, bring adjustment and success in one's life. 
An emotionally intelligent person can manage his/her feelings in a better way and 
cope with stresses, with the effective ability to solve problems. It is said that an 
emotionally intelligent person is the one who is capable of managing ones feelings 
and emotions in various aspects of one life. Such a person, consequently, is well 
adjusted and more successful in various areas of educational and other professional 
fields. 
Our emotions are more than our minds. They enter our human system as a 
source of energy that radiates and resonate. So on the basis of IQ we cannot predict 
who is successfiil in life and who is not. According to Goleman 1995 at best IQ 
contributes about 20% to the factor that determine life success which leaves 80% to 
other forces. Psychologist challenged the narrow view of intelligence and proposed 
an expanded model in which instead of cognitive faculties emotion were placed at 
the center, the view that was substantiated by the Neuro Psychologist as well, 
recognition of relational existence of emotions led toward the progress of the 
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contemporary view of intelligence that emotion and cognition can work hand in 
hand. 
An understanding of these neurological substrates has critical implications for 
how people can best learn to develop strengths in the EI range of competencies. 
Emotional intelligence encompasses the behavioral manifestations of underlying 
neurological circuitry that primary key components of this circuitry include the 
Dorsolateral, Ventro-Medial, and orbit frontal sectors of the prefrontal cortex (with 
important fimctional differences between left and right sides in each sector) and the 
amygdale and hippocampus (Davidson, Jackson, & Kalin, 2000). This circuitry is 
essential for the development of skills in each of the four main domains of emo-
tional intelligence. Lesions in these areas produce deficits in the hallmark abilities 
of EI, Self-Awareness, Self-Management (including Motivation), Social Aware-
ness skills such as Empathy, and Relationship Management, just as lesions in 
discrete areas of the neo-cortex selectively impair aspects of purely cognitive 
abilities such as verbal fluency or spatial reasoning (Damasio, 1994, 1999). 
The first component of emotional intelligence is Emotional Self-Awareness, 
knowing what one feels. Patients with lesions that disconnect the amygdale from 
the prefrontal cortex, he finds, are loss to give words to feelings, a hallmark of the 
disorder alexithymia. (Taylor, Parker, & Bagby 1999) 
The second component of EI, Emotional Self-Management, is the ability to 
regulate distressing affects like anxiety and anger and to inhibit emotional impul-
sivity. In humans, the greater the activity level in the left medial prefrontal cortex, 
the more positive the person's emotional state. Thus a major locus of the ability to 
regulate negative affect appears to be the circuit between the amygdale and the left 
prefrontal cortex. 
Social Awareness, the third EI component, which encompasses the compe-
tency of Empathy, also involves the amygdela. Studies of patients with discrete 
lesions to the amygdale show impairment of their ability to read nonverbal cues for 
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negative emotions, particularly anger and fear, and to judge the trustworthiness of 
other people (Davidson, Jackson, & Kalin, 2000). 
Finally, Relationship Management or social-skill the fourth EI component 
poses a more complex picture. If we cannot control our emotional outbursts or 
impulses and lack Empathy, there is less chance we will be effective in our rela-
tionships. So there is a relationship between all the components of emotional 
intelligence and deficiency of any of these leads to impairment of these skills. 
However as we know that emotional intelligence is very much required in day to 
day world, so higher the EQ, higher the chances of success in any field. The word 
EQ is used most commonly in place of emotional intelligence. 
Emotional Quotient (EQ) is one Intelligence Quotient of the ways to measure a 
person's ability to be successful in life. The phrase was first developed in the 1980s 
and asserts that emotional quotient or emotional intelligence is as valuable as 
Intellectual Quotient (IQ). 
According to theories of brain function, a high emotional quotient means 
someone is self-confident, self-aware, and able to navigate through trying emo-
tional times. EQ is often tied directly to the degree of success one may have in the 
workplace and in personal relationships. Intelligence quotient measurement has 
existed for much longer than EQ measuring. While the IQ can measure concepts 
like logical reasoning, word knowledge and math skills, many feel it is not ade-
quate in measuring creative abilities or emotional abilities. In fact, some with high 
IQs do not seem to be particularly adept at maintaining relationships or seem 
socially awkward at best. For example IQ measurements on most children with 
autism are typically very high, yet it is well known that these children are burdened 
by their inability to commimicate in other forums. Thus other tests may be adminis-
tered to evaluate such a child's ability according to other standardized testing 
methods. 
As from the above discussion, it is concluded that EQ is a very powerful force 
in achieving success, but other forces or factors also thought to play a role in 
17 
enhancing achievement i.e., motivation, need achievement, and others personality 
dimensions. Motivation refers to the forces that energies and direct behavior that 
helps us individually and in group to achieve our goal. We need to be sufficiently 
self aware in order to appreciate what it is that drive us to achieve from time to 
time, and in different situation. Similarly we have to be able to control and regulate 
our emotional energies in order to perform to the best of our ability specially when 
under pressure. We also need to be sensitive to what it is that motivate others if we 
are to influence their behavior as individual and as groups. 
Motivation can be defined as the driving force behind all the actions of an in-
dividual. The influence of an individual's needs and desires both have a strong 
impact on the direction of their behavior. Motivation is based on your emotions and 
achievement-related goals. There are different forms of motivation including 
extrinsic, intrinsic, physiological, and achievement motivation. There are also more 
negative forms of motivation. Achievement motivation can be defined as the need 
for success or the attainment of excellence, hidividuals will satisfy their needs 
through different means, and are driven to succeed for varying reasons both inter-
nal and external. 
Motivation is the basic drive for all of our actions. Motivation refers to the 
dynamics of our behavior, which involves our needs, desires, and ambitions in life. 
Achievement motivation is based on reaching success and achieving all of our 
aspirations in life. Achievement goals can affect the way a person performs a task 
and represent a desire to show competence {Harackiewicz, Barron, Carter, Lehto, 
& Elliot, 1997). These basic physiological motivational drives affect our natural 
behavior in different environments. Most of our goals are incentive-based and can 
vary firom basic htmger to the need for love and the establishment of mature sexual 
relationships. Our motives for achievement can range from biological needs to 
satisfying creative desires or realizing success in competitive ventures. Motivation 
is important because it affects our lives everyday. All of our behaviors, actions, 
thoughts, and beliefs are influenced by our inner drive to succeed. 
18 
One of the oldest notions in the study of achievement is that individuals dif-
fer in the extent to which they strive for success and that this differential striving 
which can be measured independently of sheer ability helps to account for different 
degrees of actual achievement. Two students may both score 100 on an intelligence 
test, but if one student simply tries much harder than the other to do well in school, 
their actual grades may differ. The extent to which an individual strives for success 
is referred to as his or her need for achievement. Need for achievement is an 
intrinsically motivated desire to perform well that operates even in the absence of 
external rewards for success. A student who works very hard on an assignment that 
is not going to be graded probably has a very strong need for achievement. All 
other factors being equal, a student who tries hard to succeed in school is, in fact, 
more likely to succeed than one who tries less. 
Over the years behavioral scientists have observed that some people have an 
intense need to achieve; others, perhaps the majority, do not seem to be as con-
cerned about achievement. This phenomenon has fascinated David C. McClelland. 
For over twenty years he and his associates at Harvard University studied this urge 
to achieve. 
Achievement motivation is basic to a good life. Achievers, as a whole, enjoy 
life and feel in control. Being motivated keeps us productive and gives us self-
respect. Where and how achievement needs are learned are complex, intriguing, 
and important questions. David McClelland, et al. (1953) and John Atkinson 
(1981) have contributed greatly to this area of study. They began by developing a 
measure of the need to achieve. Using the TAT, a test which asks you to make up 
stories about pictures, they found that persons with high achievement needs can be 
identified by the stories they tell, namely more stories about striving for excellence, 
overcoming obstacles, or accomplishing some difficult go. Achievement need is 
powerful in enhancing achievement but this happens when all the necessary needs 
become fulfilled. As far as this concept is concerned, the name of Abraham 
Maslow is most commonly associated with the hierarchy of needs. 
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Abraham Maslow (1943) gave a theory of Human Motivation in which he 
attempted to formulate a needs-based framework of human motivation, the basis of 
Maslow's theory is that human beings are motivated by unsatisfied needs, and that 
certain lower needs need to be satisfied before higher needs can be satisfied. 
According to him there are general needs (Physiological, Safety, Love, and Es-
teem) which have to be fiilfilled before a person is able to act unselfishly. These 
needs were dubbed "deficiency needs". While a person is motivated to fulfill these 
basal desires, they continue to move toward growth, and eventually self-
actualization. The satisfactions of needs are quite healthy. While preventing their 
gratification makes us ill or act evilly. 
This self actualization is one of basic characteristics of achievement motivated 
people. Self actualized people have high need for achievement but this occurs when 
the deficiency needs become fiilfilled. 
David McClelland is most rioted for describing three types of motivational 
need, which he identified in his 1988 book. Human Motivation: 
a). Achievement motivation (n-ach) 
b). Authority/power motivation (n-pow) 
c). Affiliation motivation (n-affil) 
The need for achievement (n-ach) - The n-achievement person is 'achieve-
ment motivated' and therefore seeks achievement, attainment of realistic but 
challenging goals, and advancement in the job. There is a strong need for feedback 
as to achievement and progress, and a need for a sense of accomplishment. 
The need for authority and power (n-pow) - The n-power person is "author-
ity motivated". This driver produces a need to be influential, effective and to make 
an impact. There is a strong need to lead and for their ideas to prevail. There is also 
motivation and need towards increasing personal status and prestige. 
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The need for affiliation (n-affil) - The n-affiliation person is 'affiliation moti-
vated', and has a need for friendly relationships and is motivated towards 
interaction with other people. The affiliation driver produces motivation and need 
to be liked and held in popular regard. These people are team players. 
Characteristic of achievement motivated people. 
• Achievement is more important than material or financial reward. 
• Achieving the aim or task gives greater personal satisfaction than 
receiving praise or recognition. 
• Financial reward is regarded as a measurement of success, not an 
end in itself. 
• Security is not prime motivator, nor is status. 
• Feedback is essential, because it enables measurement of success, 
not for reasons of praise or recognition (the implication here is that 
feedback must be reliable, quantifiable and factual). 
• Achievement-motivated people constantly seek improvements and 
ways of doing things better. 
• Achievement-motivated people will logically favour jobs and re-
sponsibilities that naturally satisfy their needs, i.e. offer flexibility 
and opportunity to set and achieve goals, e.g. sales and business 
management, and entrepreneurial roles. 
One psychological factor that interacts with an adolescent's need for achieve-
ment is a related and, in some senses, complementary motive "fear of failure". Fear 
of failure, which is often manifested in feelings of anxiety during tests or in other 
evaluative situations, can interfere mth successful performance. 
Generally speaking, when the achievement situation involves an easy task, and 
when a little anxiety helps to focus attention, a moderate amount of "fear of fail-
ure" may improve performance by increasing one's concentration. Usually 
however, the anxiety generated by a strong fear of failure interferes with successful 
performance. This is often the case in situations in which the task involves learning 
21 
something new or solving a complex problem like many tasks faced by adolescents 
in school settings. Individuals with a high fear of failure often come from family 
environments in which parents have set vmrealistically high standards for their 
children's achievement and react very negatively to failure (rather than simply 
reacting positively to success). 
An adolescent's need for achievement and his or her fear of failure work simul-
taneously to pull the individual toward, and repel the individual from, achievement 
situations. Individuals with a relatively strong need for achievement and a rela-
tively weak fear of failwe are more likely to actively approach challenging 
achievement situations by taking more difficult classes, for example and to look 
forward to them. In contrast, those whose fear of failure is relatively intense and 
whose need for achievement is relatively weak will dread challenging situations 
and will do what they can to avoid them. Many students who have trouble persist-
ing at tasks and who fear failure become underachievers, student's whose grades 
are far lower than one would expect, based on their intellectual ability as Thomdike 
said. 
Another pioneering effort in the area of motivation and intelligence was identi-
fied by Dweck (2007) in his theory of intelligence he identified two implicit 
theories of intelligence. Students who have an "entity" theory view their intelli-
gence as an unchangeable internal characteristic. Students with an "incremental" 
theory believe that their intelligence is malleable and can be increased through 
effort. Students who hold an entity theory of intelligence are less likely to attempt 
challenging tasks and are at risk for academic underachievement. Dweck Theory 
provides evidence that praising students for their intelligence has the potential to 
limit their intellectual growth. 
Since they believe their intelligence is fixed, these students place high value on 
success. They worry that failure-or even having to work very hard at something 
will be perceived as evidence of their low intelligence. Therefore, they make 
academic choices that maximize the possibility that they will perform well. For 
example, a student may opt to take a lower-level course because it will be easier to 
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earn an A grade. In contrast, students who have an "incremental" theory of intelli-
gence are not threatened by failure. Because they believe that their intelligence can 
be increased through effort and persistence, these students set mastery goals and 
seek academic challenges that they believe will help them to grow intellectually 
(Dweck, 1999). 
According to Dweck, people's self-theories about intelligence have a profound 
influence on their motivation to learn. Students who hold a "fixed" theory are 
mainly concerned with how smart they are they prefer tasks they can already do 
well and avoid ones on which they may make mistakes and not look smart. In 
contrast, she said, people who believe in an "expandable" or "growth" theory of 
intelligence want growth mindsets, has attracted attention from teachers trying to 
help underperforming students, parents to challenge themselves to increase their 
abilities, even if they fail at first. 
Mindset has given them new insight into their children and students. "One very 
common thing is.that often very brilliant children stop working because they are 
praised so often that it is what they want to live as brilliant not as someone who 
ever makes mistakes, the point is to praise children's efforts, not their intelligence, 
it really stunts their motivation. She said: 
Parents and teachers say they now understand how to prevent 
that how to work with low-achieving students to motivate them 
and high-achieving students to maximize their efforts (Dweck. 
1999). 
Individuals may not necessarily be aware of their own mindset, but their mind-
set can still be discerned based on their behavior. It is especially evident in their 
reaction to failure. Fixed-mindset individuals dread failure because it is a negative 
statement on their basic abilities, while growth mindset individuals don't mind 
failure as much because they realize their performance can be improved. These two 
mindsets play an important role in all aspects of a person's life. Dweck argues that 
the growth mmdset will allow a person to live a less stressfiil and more successfiil 
life. 
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It has been found from this concept that parents and teachers play an important 
role to make him or her aware about his potentialities and weakness and try not to 
label the child as highly intelligent or lower intelligent. 
Leam to have a high or low need for achievement come from our childhood. 
Weiner (1980) says a high achieving male tends to have rejecting parents who 
expect him to become independent early, make high demands on him, reward his 
success, and or punish xmsatisfactory behavior which increases the fear of failure. 
McClelland's research led him to believe that the need for achievement is a 
distinct human motive that can be distinguished from other needs. More important, 
the achievement motive can be isolated and assessed in any group. 
Johnson (1984) says achievers are produced by parents who let them go on 
their own, let them set their ovra goals, and make their own mistakes. These parents 
encourage high but appropriate goals, respect the child's abilities, take and show 
great pleasure from the child's successes, and give lots of praise. They let the child 
try hard on their own before giving suggestions or help, but they give help before 
the child gives up. They don't do the task for the child nor insist that it be done my 
way. 
In general, educators believe that high achievers have respectful, praising, op-
timistic, supportive, hard working parents who are themselves learning and success 
oriented. A large number of competing motives or needs are striving for expression 
at the same time, such as the need for achievement, the need for close relationships, 
the need for power, and the need to be cared for by others. Besides the conflict 
among many motives, the theory assumes there is a conflict between the hope of 
success and the fear of failure, i.e. an approach-avoidance conflict over each goal. 
The fear of failure can keep us from trying in school, just as the fear of rejection 
can keep us from getting emotionally involved with someone. The strength of the 
approach and avoidance tendencies is determined by the relative strength of the 
needs to achieve and the needs to avoid failure (or success) a highly motivated 
achiever may utilize complex optimistic or pessimistic cognitive strategies (Cantor, 
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1990). This is called "illusory glow" optimism because such a person nurtures and 
protects his/her self-esteem and confidence. They expect to do very well, they work 
very hard, and they enjoy their successes. 
On the other hand, Cantor describes the high achieving "defensive pessimist" 
as defending his/her self-esteem before the test, not afterwards. Such a student 
expects to do poorly or, at least, anticipates a variety of possible stumbling blocks. 
He/she works very hard, preparing especially well for the anticipated difficulties. 
He/she uses the high test anxiety and stress as a motivator, not as something to 
avoid. 
Both the "illusory glow" optimist and the "defensive" pessimist are challenged 
by hard tasks; achieving is important, gratifying, and absorbing for them; they see 
themselves as having considerable control over the situation and stick with the task, 
even though it is hard and occasionally disappointing 
Parents and teachers train children to be independent and achievers {Winter 
bottom, 1958) and to fear failure {Teevan & McGhee, 1972). Being rewarded for 
striving increases our achievement motive; being punished for unsatisfactory 
behavior and having our successes disregarded leads to a fear of failure. To the 
extent we are self-reinforcing, we could presumably increase our achievement 
motivation by emphasizing our successes and simply using our failures as cues for 
us to try harder. 
A high need to achieve is correlated with higher grades (Schultz & Pomerantz, 
1974) motivational researchers share the view that achievement behavior is an 
interaction between situational variables and the individual subject's motivation to 
achieve. Two motives are directly involved in the prediction of behavior, implicit 
and explicit. Implicit motives are spontaneous impulses to act, also known as task 
performances, and are aroused through incentives inherent to the task. Explicit 
motives are expressed through deliberate choices and more often stimulated for 
extrinsic reasons. Also, individuals with strong implicit needs to achieve goals set 
higher internal standards, whereas others tend to adhere to the societal norms. 
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These two motives often work together to determine the behavior of the individual 
in direction and passion (Brunstein & Maier, 2005). 
Explicit and implicit motivations have a compelling impact on behavior. A 
person with a strong implicit drive will feel pleasure from achieving a goal in the 
most efficient way. However, the explicit motives are built around a person's self 
Many theorists still can not agree whether achievement is based on mastering one's 
skills or striving to promote a better self-image (Brunstein & Maier, 2005). Most 
research is still unable to determine whether these different types of motivation 
would result in different behaviors in the same environment. 
A number of studies indicate that students, beliefs about their abilities exert a 
strong influence on their motivation and effort, which in turn influences their 
scholastic performance (Dweck 1999). In order to understand this process, it is 
necessary to draw a distinction between intrinsic motivation and extrinsic motiva-
tion. Individuals who are intrinsically motivated strive to achieve because of the 
pleasure they get out of learning and mastering the material. Individuals, who are 
extrinsically motivated, receive pleasure by external sources that is for praise 
positions etc. 
Matina Homer (1970) has proposed one of the more ingenious explanations 
for the failure of most women to achieve high level goals. The motive to avoid 
success is stable personality disposition acquired early in life in conjunction with 
sex role standards and acts as an inhibiting factor in achievement motivation. 
Homer postulates that many women experience anxiety in competitive situation 
and leam to fear success because of its incongruence with the traditional female 
role. The present study has the following objectives. 
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Objective: 
The main objectives of the purposed research are as follows. 
• EQ is a significant predictor of academic achievement. 
• To determine correlation between EQ and IQ. 
• To investigate the gender difference in various dimensions emo-
tional intelligence. 
• To explore the effect of achievement motivation on over and un-
der-achievement. 
• To determine the effect of emotional intelligence and its dimen-
sions on over and under-achievements. 
• To find out the gender difference in emotional intelligence and 
need achievement. 
Hypotheses 
1. EQ is the significant predictor of academic achievement than IQ. 
2. There is a positive relation between EQ and IQ. 
3. There is a significant difference in self-awareness between over 
and Under Achievers. 
4. There is a significant difference in self-regulation between over 
and Under Achievers. 
5. There is a significant difference in motivation between over and 
Under Achievers. 
6. There is a significant difference in empathy between over and 
Under Achievers. 
7. There is a significant difference in social-skills between over and 
Under Achievers. 
8. There is a significant difference in emotional intelligence between 
over and Under Achievers. 
9. There is a significant difference in need achievement between 
over and Under Achievers. 
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10. There is a significant difference in self-awareness between Boys 
and Girls. 
11. There is a significant difference in self-regulation between Boys 
and Girls. 
12. There is a significant difference in motivation between Boys and 
Girls. 
13. There is a significant difference in empathy between Boys and 
Gkls. 
14. There is a significant difference in social-skills between Boys and 
Girls. 
15. There is a significant difference in emotional intelligence between 
Boys and Girls. 
16. There is a significant difference in need achievement between 
Boys and Girls. 
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Chapter - II 
REVIEW OF RELATED LITERATURE 
As it has been mentioned in the previous chapter that there are varioiis vari-
ables that influence academic achievement, this chapter will focus on variables of 
interest of the current study. Earlier only cognitive variable like intelligence was 
thought to play a role in academic success. Recent years, however, has shown that 
non-cognitive variables like emotional intelligence, personality etc also play a 
pivotal role in determining academic success. This chapter will focus on the 
research work done on variables besides intelligence, which can influence student's 
academic successor determining the factors that leads to over and underachieve-
ment of students. 
Studies related to Intelligence and Achievement. 
McCandles et al (1972) studied intelligence in relation to scholastic achieve-
ment. They carried out their investigation on 443 8 grade students and tried to 
obtain intelligence scores through California test of mental maturity. The correla-
tion between intelligence and academic achievement was found to be 0.56. From 
their study it is clear that intelligence is significantly related to academic achieve-
ment 
Chatterji and Mukherjee (1974) investigated the achievement through the 
differential aptitude test battery scores. The sample consisted of 1042 students of 
classSth standard. Significant relationship was foimd at 0.01 Level of correlation of 
coefficient range from 0.21 to 0.49. This shows that there is a moderate relation-
ship between intelligence and aptitude. 
Robert and Flexer (1981) carried out a study on a relationship between intel-
ligence and scholastic achievement. They found that both reading and Mathematic 
were correlated with intelligence. Mental ability and scholastic performance both 
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were interrelated. The correlation of coefficient in their study was found to be 0.58 
to 0.61. 
Flynn (1991) proposed that students from Asian cultural backgroimds typi-
cally achieve at higher levels than non-Asian students with the same IQs. This 
study investigated relationships between IQ, study time, educational and occupa-
tional aspirations, and academic achievement among Australian school children. 
The size of the sample is 160 from Chinese, Vietnamese and Anglo-Celtic back-
grounds. Mathematics grades for Chinese and Vietnamese Australian children were 
higher. They spent more time studying and were more likely to desire an occupa-
tion requiring tertiary qualifications than Anglo-Celtic Australian peers. Consistent 
with Flynn's Hypothesis, students from Asian backgrovmd obtained higher mathe-
matics grades than their Anglo-Celtic Australian peers with the same IQ. However, 
study and occupational aspirations formed only part of a more complex socio-
cultural package that contributed to group achievement differences. Parents' 
support for studying and aspirations may interact with these factors to produce high 
achievement. 
Fisher, Janis (1995) examined the relationship between intelligence as de-
fined by a verbal and nonverbal combined score, obtained on the Otis-Lennon 
School Ability Test and final grades received in the following six academic sub-
jects: reading, math, spelling, science, English and social studies. The sample for 
this study consisted of 159 elementary students in grades 3-5. The elementary 
school from which the sample was taken is located in rural Ohio, and which 
educates approximately 400 students, predominately white and from varied eco-
nomic backgrounds. Grades were drawn from students' files and converted to A = 
4, B = 3,C = 2, D = 1. Student intelligence quotient, involving a verbal and non-
verbal score, was derived from the Otis-Lennon Ability Test administered in the 
fall of the students' second grade year. The results suggested a positive correspon-
dence of relationship between intelligence and its ability to predict academic 
achievement. A positive correlation was found between intelligence score and the 
subject of reading (0.49), English (0.50), social studies (0.44), science (0.51) and 
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math (0.47). A lesser correlation was found with spelling (0.30). No significant 
differences were noted in correlations between intelligence of genders and any of 
the academic categories 
Robert .J, Sternberg (2001) investigated that academic and practical intelli-
gence are separable and relatively distinct constructs in villages of western Kenya. 
Eighty-five children (43 boys and 42 girls) between the ages of 12 and 15 years 
participated in the study. The main dependent variable of interest was their set of 
scores on a test of their tacit knowledge for natural herbal medicines used to fight 
illnesses. This kind of knowledge is viewed by the villagers as important in adapta-
tion to their environment, which is understandable given that the overwhelming 
majority of the children have, at a given time, parasitic infections that can interfere 
with their daily functioning. We found that scores on the test of tacit knowledge 
correlated trivially or significantly negatively with measures of academic intelli-
gence and achievement, even after controlling for socioeconomic status (SES). We 
suggest that, among these villagers, time spent developing academic skills may be 
perceived as taking away from time that needs to be spent developmg practical 
skills and vice versa. The result is that academic and practical intelligence can 
develop independently or even at odds with one another. 
Clemens H. Schmitt et al 2004 examined the validity of an Implicit Associa-
tion Test {Greemvald, McGhee, & Schwartz, 1998) for assessing individual 
differences in achievement tendencies. Eighty-eight students completed an lAT and 
explicit self-ratings of achievement orientation, and were then administered a 
mental concentration test that they performed either in the presence or in the 
absence of achievement-related feedback. Implicit and explicit measures of 
achievement orientation were uncorrelated. Under feedback, the I AT uniquely 
predicted students' test performance but failed to predict their self-reported task 
enjoyment. Conversely, explicit self-ratings were unrelated to test performance but 
uniquely related to subjective accounts of task enjoyment. Without feedback, 
individual differences in both performance and enjoyment were independent of 
differences in either of the two achievement orientation measures. 
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Critical Evaluation 
It is evident from the above mentioned studies that intelligence and academic 
achievement are closely related. Most of the studies showed significant positive 
correlation between intelligence and academic achievement. There is a need to 
study other factors that contribute to over or under academic achievement like 
personality, family climate, peer influence, need achievement, teaching methods 
and other psychosocial factors also needed to be studied. 
Studies related to Emotional Intelligence 
Eisenberg, Nancy, Lennon, Randy (1983) reviews the literatxire on sex 
differences in empathy (defined as vicarious affective responding to the emotional 
state of another) and related capacities (affective role taking and decoding of 
nonverbal cues). The literature is discussed according to method used to assess 
empathy and affective role taking. Where appropriate, meta-analyses were also 
computed. In general, sex differences in empathy were found to be a function of 
the methods used to assess empathy. There was a large sex difference favoring 
women when the measure of empathy was self-report scales; moderate differences 
(favoring females) were found for reflexive crying and self-report measures in 
laboratory situations; and no sex differences were evident when the measure of 
empathy was either physiological or unobtrusive observations of nonverbal reac-
tions to another's emotional state. Moreover, few sex differences were found for 
children's affective role taking and decoding abilities. 
LePage-Lees, et al (1997) in a mixed methods study, the educational 
experiences of 21 women who were academically successful and disadvantaged as 
children were explored. The participants' achievement and development patterns 
were described, and information about encouraging resiliency among students from 
disadvantaged backgrounds was provided. It was concluded from this study that 
resilient women who had endured stress as children often developed a highly 
advanced level of "emotional intelligence" or "interpersonal and intrapersonal 
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intelligence." When this emotional inteUigence was encouraged, the women's 
academic performance improved. 
Goleman (1999) In a review of studies found in one of the studies that pri-
mary school boys who had above-average IQ scores but nevertheless were domg 
poorly in school were found via these neuropsychological tests to have impaired 
frontal cortex functioning. They also were impulsive and anxious, often disruptive 
and in trouble suggesting faulty prefrontal control over their limbic urges. Despite 
their intellectual potential, the children were at highest risk for problems like 
academic failure, alcoholism, and criminality not because their intellect is deficient, 
but because their control over their emotional life is impaired. The emotional brain 
quite separate from those cortical area tapped by IQ tests, controls rage and com-
passion alike. The study gives importance to the role of emotional intelligence in 
influencing academic achievement. 
Zeidner, et al (2002) in their review of the studies of the importance of emo-
tional intelligence in educational and school context, found that most intervention 
programs were not specially designed to change emotional intelligence and very 
few systematic interventions meet the canons of internal and external validity. 
Consequently, they foimd little objective evidence attesting to the usefiil role of 
emotional intelligence as predictor of school success and adjustment. 
Barbara (2002) studied a sample of 200 XI and XII grade students (Boys = 
83, Girls = 117) in South Texas, USA. She foimd a link between emotional intelli-
gence and academic achievement for the total group and for each of the sub-
groups. 
Karen, et al (2002) examined the relationship of self and others' ratings of 
emotional intelligence with academic achievement and the personality in predicting 
academic and social success in a sample of 118 students (Boys = 32, Gils = 84) 
with age range of 18 to 32 years. The students filled in measures for emotional and 
academic achievement, the Big Five and indicators of social and academic success. 
Moreover, other ratings were obtained from four different raters of emotional 
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intelligence and social success. Factor analysis revealed three emotional intelli-
gence dimensions that were labeled as empathy, autonomy and emotional control. 
The researchers found little evidence for the relationship between emotional and 
academic achievement. They found that academic achievement was low and 
inconsistently related to emotional intelligence, revealing both positive and nega-
tive interactions. Strong relationships were found between emotional intelligence 
dimensions with the Big Five, particularly wdth extraversion and emotional stabil-
ity. Interestingly, the emotional intelligence dimensions were able to predict both 
academic and social success above traditional indicators of academic achievement 
and personality. 
O'Connor et al (2002) examined the relationship between emotional intelli-
gence (EI) and academic achievement in college students, using both self-report 
and ability-based measures of EI. Specifically, the Mayer Salovey, Caruso Emo-
tional Intelligence Test (MSCEIT, an ability-based measure) and the Bar-On 
Emotional Quotient Inventory (EQ-I, a self-report measure) were used to predict 
academic achievement. Achievement was operationalised as the respondents' 
cumulative GPA. Results indicated that EI is not a strong predictor of academic 
achievement regardless of the type of instrument used to measure it. However, a 
construct validity examination revealed that the MSCEIT correlated highly with 
indices of cognitive ability but minimally with personality dimensions. In contrast, 
the EQ-I failed to correlate with indices of cognitive ability but correlated substan-
tially vydth numerous personality dimensions. 
Barchard (2003) studied a sample of undergraduate psychology students to 
examine the ability of emotional intelligence to predict achievement using Year 
Grades as the criterion. The predictive validity of emotional intelligence was 
compared with the predictive validity of traditional cognitive abilities and the big 
five dimensions of personality. In addition, the incremental predictive validity of 
each of these three domains was assessed. The study found that only some meas-
ures of emotional intelligence predicted academic success and none of these 
measures showed incremental predictive validity for academic success over and 
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above cognitive and personality variables. It may be that the overlap between many 
emotional intelligence measures and traditional measvires of intelligence and 
personality limits their incremental predictive validity. 
Vinod Kumar (2003) conducted a study on 200 children studying in the 4th 
standard of the Municipal Corporation of Delhi (MCD) schools. The main objec-
tive of the study was to develop a measure of Emotional Intelligence for primary 
school children, to examine the differences in Emotional Intelligence in different 
eco-cultural groups, to study the relationship between Emotional Intelligence and 
academic achievement, social performance and attentive abilities. The final objec-
tive of the study was to nurture Emotional Intelligence in a selected group of 
children. The study was conducted in three phases. In first phase, the original 
electronic English version of MEIS, developed by Mayer & Salovey (1997) was 
adapted into a paper pencil Hindi version. During the second phase. Emotional 
Intelligence of these children was assessed, analyzed and correlated with the social 
performance, attentive abilities and academic achievement. In the third phase, 
nurturance tools were devised and applied on a selected group of 25 children. 
Results revealed that all the four components of Emotional Intelligence, namely 
Identification, Assimilation, Understanding and Regulation of emotions correlate 
with each other and the overall Emotional Intelligence score. The present study 
points toward a possibility of two-factor structure of Emotional Intelligence. The 
first factor components show correlation with socio-cultural and environmental 
variables. The second factor components show association with variables indirectly 
representing general intelligence, like, academic achievement. Among the different 
eco-cultural groups, rural children have higher Emotional Intelligence and rural 
boys have highest Emotional Intelligence scores, while urban boys are poorest 
among all the children. Girls, have higher Emotional intelligence in comparison to 
boys, rural girls are better at understanding and regulating emotions while urban 
girls are best at identification of emotions. Better regulators of emotions were also 
good at academics. Emotional Intelligence did not show any relationship with 
social performance or deftness and attentive abilities. The study delineates that 
nurturing Emotional Intelligence has definitive positive influence on the overall 
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Emotional Intelligence of the child. The positive influence of nurturance is not 
only component specific but also shows spill over effect on the other Emotional 
Intelligence factors. It was concluded from the study that socio-culturd factors 
have definitive influence on the degree of Emotional Intelligence. The environ-
mental influence is visible in rural and urban population among the different 
components of Emotional Intelligence also. Girls have higher Emotional Intelli-
gence than the boys. Two factors constituting Emotional Intelligence correlate 
differentially, with variables, which are innate, and the one's which are environ-
mental. Emotional Intelligence seems to be independent of the social performance 
and attentional abilities of children. Finally, Emotional Intelligence can be nur-
tured by easy to develop methods and learning on one component of Emotional 
Intelligence may help in enhancing capacities on other components. 
Pau et al (2003) examined the relationship between emotional intelligence 
(EI) and perceived stress (PS) in dental undergraduates. All dental undergraduates 
attending a UK dental school were invited to complete a questionnaire on age, 
gender, year of study, EI, and PS. Two hundred and thirteen students (48% male) 
participated, a response rate of 70%. The mean score for EI was 117.54 (S.D. 
14.90) and PS was 17.73 (S.D. 6.49). Factor analysis confirmed four factors 
previously identified in the literature as comprising emotional intelligence: opti-
mism/mood regulation, utilization of emotions, appraisal of emotions, and social 
skills. T-tests indicated that females had significantly higher EI scores than males. 
Mean PS scores were significantly higher for students aged over twenty-one years 
compared with those aged twenty-one years or less (p < 0.001), female compared 
to male students (p < 0.05), and those in higher years compared to those in lower 
years of study (p < 0.001). Co-relational analysis showed an inverse relationship 
between EI and PS. Multiple regression analysis identified year of study, opti-
mism/mood regulation, and gender as independent, significant predictors of PS. In 
conclusion, low EI scorers report more PS. Future research should investigate the 
relationships of EI and PS with impact on lifestyle behaviors, academic and clinical 
performance, and health outcomes. 
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Ritu Singhal, Rachna Singh and Ira Das (2003) studied the effect of anxiety 
upon emotional competence of school students of different educational boards the 
sample consisted of 120 students who were selected randomly. Comprehensive 
anxiety test and emotional competence scale were use to collect data. Out of which 
60 student were selected from school affiliated to UP board and other 60 from 
school affiliated to ICSE Board. A 2x3 factorial design was used. Result indicated 
that students of ICSE board were more emotionally competent then those from UP 
Board. Result also showed that emotional competence was affected by anxiety. 
Students with low anxiety were more emotionally competent where as students 
with high anxiety showed low emotional competence. The interaction effect of 
anxiety and educational board was not found to be significant. 
Cbauhan V.L. & Bhatnagar, Tithi (2003) studied to find out the emotional 
quotient among adolescent male & female students. The sample consisted of 120 
male and female adolescent who were randomly assigned to all experimental 
group. Emotional maturity scale and self prepared emotional expression scale were 
administrated to the sample of adolescent. The results indicate that post adolescent 
male have higher emotional maturity then female and the stage of adolescent play a 
significant role upon emotional maturity. With regard to the emotional expression 
it was found that post adolescent have greater skill for emotional expression than 
the pre adolescent. Female have higher skill for emotional expression then there 
male counterpart and both stage of adolescent and type of gender play a significant 
role in determining the skill for emotional expression. The study reveals that post 
adolescent posses a higher degree of emotional quotient than their counterpart and 
female have a higher degree of emotional quotient than their male counterparts. 
The finding envisages the rationale to channelise emotional expression skill of 
adolescent for their effective mental health and personality development in the 21st 
century. 
Brackett, et al (2004) assessed the discriminate, criterion and incremental va-
lidity of an ability of emotional intelligence in a sample of 330 college students 
(Boys = 89, Girls = 241) with the age range between 17 and 20 years. The students 
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took an ability test of emotional intelligence, a measure of Big Five personality 
traits and provided information on life space success that assessed an array of self-
care behaviors, leisure pursuits, academic activities and interpersonal relations. The 
researchers found that girls scored significantly higher in emotional intelligence 
than boys. Emotional intelligence, however, was more predictive of life success 
criteria for boys than for girls. Lower emotional intelligence in boys, principally 
the inability to perceive motions and to use emotions to facilitate thought, was 
associated with negative outcomes, including illegal drugs and alcohol use, deviant 
behaviors and poor relations with friends. The findings remain significant even 
after statistically controlling, for scores on the Big Five and academic achievement. 
In this sample, emotional intelligence was significantly associated with maladjust-
ment and negative behaviors for college-aged boys, but not for girls. 
Drago et al (2004) examined the relationship between emotional intelligence 
and academic achievement in nontraditional college students. Because students 
differ in cognitive ability, with some students being better prepared for the colle-
giate environment than others, the role of emotional intelligence in academic 
achievement must be better understood. Non-cognitive factors such as emotional 
intelligence may supplement or enhance student cognitive ability. In this study, 
emotional intelligence, achievement motivation, anxiety, and cognitive ability were 
predictor variables. The criterion variable was academic achievement as measured 
by student GPA. Data were collected using the Mayer-Salovey-Caruso Emotional 
Intelligence Test (MSCEIT), the State-Trait Anxiety Inventory (STAI), the 
Achievement Motivation Profile (AMP), the Wonderlic Personnel Test (WPT), and 
the Student Demographic Survey (SDS). Bivariate and multivariate correlation and 
regression analyses were used to test the study's statistical hypotheses. Results 
demonstrated that emotional intelligence is significantly related to student GPA 
scores, student cognitive ability scores, and student age. Additionally, student 
anxiety was related to certain emotional intelligence abilities. No significant 
relationship, however, was found between emotional intelligence and achievement 
motivation. Overall, the results suggest that academic achievement is related to 
students' ability to recognize, use, and manage their emotions. This suggests the 
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need to incorporate emotional intelligence curriculum into college degree programs 
to help students increase their emotional intelligence. 
Usapom (2004) examined the relationship among a set of variables that might 
influence students' level of achievement in the English subject. The investigator 
used a cross-sectional design and studied 233 lower secondary school students 
from Thailand. The primary purpose of the study was to examine the influence of 
emotional intelligence on achievement. The study also examined the role of family 
encouragement for English learning, study habits, levels of engagement and 
attitude towards studying English. Structural equation modeling was used to 
analyse the data. Resuhs revealed that emotional intelligence had a direct effect on 
Thai student's achievement in English. In addition, the researcher suggested that 
emotional intelligence affects achievement indirectly, through family encourage-
ment, study habits and levels of engagements. The study provided a useful 
contribution to the understanding of teaching English as a foreign language. The 
findings of the study have implications for the Ministry of Education in Thailand 
who develop education policy and provide English-learning curriculum. 
Scott, et al (2004) studied a sample of 39 gifted 11th and 12th grade adoles-
cents (Boys=16, Girls=23) with the mean age of 16.5 years. The purpose of the 
study was to measure emotional intelligence in an attempt to understand how 
emotional intelligence can contribute to the success of gifted and talented adoles-
cents. Measures of interpersonal-relations, social stress and grade point average 
were utilized to gauge success. The Multifactor Emotional Intelligence Scale-
Adolescent version (MEIS-A) was used to assess emotional intelligence. Behavior 
Assessment system for Children (BASC) was used to assess emotional difficuUies, 
behavioral difficulties and adaptive skills, while the Test of Cognitive Skills-
second edition (TSC/2) was used to assess general intelligence. Hierarchical 
regression analyses were used to analyze the data. The results revealed that emo-
tional intelligence did not significantly contribute to the social and academic 
success of these students. In the light of these findings, the view that emotional 
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intelligence is a critical component of academic and overall life success could not 
be supported by this study. 
Parker, et al (2005) examined the impact of EI on the successful transition 
from high school to university. The authors studied a sample of 1426 first year 
undergraduate students. They administered the short form of the Emotional Quo-
tient (EQ) Inventory. The students' cumulative GPA was used to assess academic 
success. Results revealed that academically successfully students had significantly 
higher levels of different emotional and social competencies. These findings 
suggest that EI plays an important role in the successful transition from high school 
to university. 
Nicholas et al (2005) examined the relationships betw e^en the total EI scores 
and the demographic characteristics. The primary objectives of this study were: to 
determine if relationships exist between EI and the demographic characteristics, to 
examine if differences were present between EI based upon demographic variables, 
and to find predictors of adolescent EI based upon the demographic information 
gathered from the participants This study begins to reveal the demographic charac-
teristics of adolescent EI through an exploration of the relationship of specific 
demographic variables with adolescent EI. Participants in this study were 200 
students 16-19 years of age from three Midwestern high schools. The sample 
consisted of 91 females and 109 males, and the mean age of the respondents was 
17.24. A two-part assessment designed to collect EI and demographic information 
was administered to the students in an introductory or homeroom type class to 
ensure a more widespread sampling of the student body. The EI section of the 
assessment was analyzed based on the methods and procedures set forth by Bar-On 
(2000). After all of the information was collected and data entered, a total EI score 
was computed for each participant. Adolescent EI was measured with the Bar-On 
Emotional Quotient Inventory Youth Short Version (Bar-On EQ-i:YV(S)), a 
specific EI testing device designed by Bar-On (2000). Correlations were first 
conducted in order to determine if these relationships existed. A Pearson's correla-
tion (ratio by ratio) was used for age with mean EI scores. Kendall's tau-b 
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correlations (ordinal by ratio) were used to determine relationships of EI with sex, 
residence, father's and mother's education, and household income, the variables of 
sex, age, household income, location of residence, and parents' level of education 
were used as independent variables in a regression model with EI as the dependent 
variable. Correlation tests showed no significant relationship between EI and age or 
location of residence. A Kendall's tau-b correlation test illustrated a negative 
correlation coefficient (tau-b = -0.128), with a significance of 0.031, linking EI and 
sex. Therefore, EI levels were significantly higher for females (coded "1") than for 
males (coded "2"). A significant positive relationship was found for EI wdth 
mother's education (tau-b = 0.205) and father's education (tau-b = 0.296); therefore 
the higher the level of mother's and father's education, the higher the reported EI. A 
Kendall's tau-b correlation test revealed a positive correlation coefficient (tau-b = 
0.242) between EI and household income. The results imply that as household 
income increases, so do EI scores. Linear regression was used to determine which 
independent variables were predictive of adolescent EI. Knowing that the variables 
are inter-correlated, part of the analysis examined the relation between the inde-
pendent variables (sex, age, location of residence, mother's education, father's 
education, and household income) vdthin the context of each of the other variables 
and used EI as the dependent variable. An analysis of the multi-coUinearity showed 
that none of the variables were correlated greater than 0.70. "Mother's Education" 
and "Father's Education" were the most related (r = .58) of the independent vari-
ables in the study. The regression model explained a minimal amount of variance 
(.148 adjusted R square), and two independent variables (sex and father's educa-
tion) remained significantly predictive of adolescent EI after collinearity and 
regression analysis were performed. 
Bastian et al (2005) examined the relationships among academic achievement, 
life satisfaction, coping, problem-solving ability, anxiety and EI. The relationships 
were assessed in two diverse populations (University Sample: N - 246; mean age -
19,9, Older community sample: N - 212; mean age - 51.6). The magnitude and 
direction of findings in both studies were found to be remarkably similar. As 
expected, older adults (commimity sample) were foxmd to score significantly higher 
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on EI than younger adults (University sample). Few gender differences in EI 
however were apparent, but those that were significantly favored females. Previ-
ously identified relationships suggesting that self-report EI measures are 
moderately to highly correlate to personality, whereas ability EI is reasonably 
distinct from other constructs, were also upheld. Inconsistent with previous re-
search however, differential associations between EI and verbal and abstract 
reasoning ability were not observed. Fitting theoretical expectations, in both studies 
EI was low - to - moderately correlated with higher life satisfaction, problem and 
emotion focused coping and perceived problem solving ability and with lower 
avoidance coping and anxiety. However, the correlations for academic achievement 
were not significant. These correlations were found to be higher for self - report EI 
than they were ability EI, perhaps due to method variance with the life skills. 
Nevertheless, despite these low - to - moderate correlations, hierarchical regression 
analyses controlling for personality and cognitive abilities revealed that the incre-
mental predictive validity of EI was 7% at most. This finding was found for all life 
skills regardless of the EI measure involved. This raises some implications for the 
field of EI and highlights that personality and cognitive abilities should be taken 
into account when making assertions about EI' s predictive power. 
Katyal et al (2005) examined gender differences in emotional intelligence in a 
sample of 150 tenth grade students studying in different government schools in 
Chandigarh. The students were randomly selected for the study. The data was 
collected through standardized "Emotional Intelligence Test". The findings re-
vealed that majority of boys, girls and the total sample had good followed by low 
emotional intelligence. Girls were foimd to have higher emotional intelligence than 
boys. 
Marquez, et al (2006) studied a sample of 77 Spanish High School students 
(Boys=39, Girls=38) whose mean age was around 15 years. The purpose of the 
study was to examine whether emotional intelligence predicts pro-social and 
maladaptive behavior and final academic grades. The students took the Mayer-
Salovey Caruso Emotional Intelligence Test (MSCEIT), a measure of Big Five 
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personality traits, a general intelligence test and a social competence inventory. 
Students' academic grades were used as academic achievement. The investigator 
carried out the analysis in three phases. In the first phase, discriminate validity of 
emotional intelligence in comparison to the Big Five personality traits and verbal 
intelligence was assessed. In the second phase, zero-order correlations between the 
MSCEIT, social competencies and academic grades were computed. In the final set 
of analysis, partial correlations (Holding the Big Five and verbal intelligence 
constant) was carried out to test whether MSCEIT is incrementally validated. The 
study found that the MSCEIT was discriminable from well-established measures of 
personality and intelligence. The test was also moderately related to social compe-
tence and predicted students' final grades. The study found that students with high 
emotional intelligence tended to be more pro-social and performed better in school. 
The implications of the study have been that integrating lessons on socio-emotional 
learning in schools might improve student's performance, decrease maladaptive 
behavior and increase pro-social behavior. 
MacCann, et al (2006) suggested new scoring and test construction methods 
for emotional intelligence (EI) suggested as alternatives for current practice, where 
most tests are scored by group judgment and are in ratings-based format. Both the 
ratings-based format and the proportion-based scores resulting firom group judg-
ments may act as method effects, obscuring relationships between EI tests, and 
between EI and intelligence. In addition, scoring based on standards rather than 
group judgments add clarity to the meaning of test scores. For these reasons, two 
new measures of emotional intelligence (EI) are constructed: The Situational Test 
of Emotional Understanding (STEU, The Situational Test of Emotion Management 
(STEM). Following test construction, validity evidence is collected from four 
multi-variate studies. The STEU's items and a standards-based scoring system are 
developed according to empirically derived appraisal theory concerning the struc-
ture of emotion. The STEM is developed as a Situational Judgment Test (SJT) with 
situations representing sadness, fear and anger in work life and personal life 
settings. Two qualitative studies form the basis for the Stem's item development: 
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• Content analysis of responses to semi-structured interviews with 
31 psychology undergraduates and 19 community volunteers. 
• Content analysis of free responses to targeted vignettes created 
from these semi-structured interviews (N = 99). 
The STEM may be scored according to two expert panels of emotions re-
searchers, psychologists, therapists and life coaches (N = 12 and N = 6). In the first 
multi-variate study (N = 207 psychology imdergraduates), both STEU and STEM 
scores relate strongly to vocabulary test scores and moderately to Agreeableness 
but no other dimension from the five-factor model of personality. STEU scores 
predict psychology grade and an emotionally oriented thinking style after control-
ling vocabulary and personality test scores. STEM scores did not predict academic 
achievement but did predict emotionally oriented thinking and life satisfaction for 
emotionally-oriented thinking and 0.04 for life satisfaction. In the second multi-
variate study, STEU scores predict lower levels of state anxiety, and STEM scores 
predict lower levels of state anxiety, depression, and stress among 149 commimity 
volunteers from Sydney, Australia. In the third multi-variate study (N = 181 
psychology undergraduates). Strategic EI, fluid intelligence (Gf) and crystallized 
intelligence (Gc) were each measured with three indicators, allowing these con-
structs to be assessed at the latent variable level. Nested structural equation models 
show that Strategic EI and Gc form separate latent factors. However, these factors 
relate very strongly (r = 0.73), indicating that Strategic EI may be a primary mental 
ability underlying Gc. In this study, STEM scores relate to emotionally oriented 
thinking but not loneliness, life satisfaction or state stress, and STEU scores do not 
relate to any of these. STEM scores are significantly and meaningfully higher for 
females (d = 0.80), irrespective of gender differences in verbal ability or personal-
ity, or whether expert scores are derived from male or female experts. The fourth 
multi-variate study (N = 118 psychology undergraduates) distinguishes an EI latent 
factor (indicated by scores on the STEU, STEM and two emotion recognition 
ability measures) from a general cognitive ability factor, although again cognitive 
ability and EI factors were strongly related (r = 0.66). Again, STEM scores were 
significantly higher for females and both STEU and STEM relate to Agreeableness 
but not to any other dimension from the five-factor model of personality. Taken 
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together, results suggest that: (1) STEU and STEM scores are reasonably reliable 
and valid tests of EI. (2) EI tests assess slightly different constructs to existing 
measures of Gc, but more likely form a new primary mental ability within Gc than 
an entirely separate construct. (3) The female superiority for EI tests may prove 
useful for addressing adverse impact in applied settings (e.g., selection for em-
ployment, promotion or educational opportunities), particularly given that many 
current assessment tools result in a male advantage. 
Bindu et al (2006) investigated the nature and extent of the relationships that 
exist among two cognitive variables, viz., intelligence and creativity, and two non-
cognitive variables, viz., emotional intelligence and maladjustment among a 
sample of young adults (N = 90). The results revealed that the two gender groups 
differed significantly in the mean scores on the variables and also in their inter-
correlations. Maladjustment was identified as the most important predictor of all 
the other variables, in the case of the male sample. Emotional intelligence played a 
significant role in determining overall creativity and maladjustment in the female 
sample. The relationship between intelligence and creativity was found to be 
stronger in the female group than in the male group. 
Donchue, et al (2006) examined whether emotional intelligence was related to 
individual advancement and the potential mediating role of transformational 
leadership in this relationship. The sample comprised 140 aduhs employed in a 
range of occupations. Hierarchical regression analysis indicated that emotional 
intelligence was positively related to career advancement, when the effects of age, 
gender, education, and tenure were held constant. Additionally, using a series of 
hierarchical regression analyses, transformational leadership was found to fully 
mediate the relationship between emotional intelligence and individual advance-
ment. 
Shing et al (2006) did a study to develop an emotional intelligence inventory 
for the adolescents. Pretest scores were obtained from 945 subjects among general 
high school, industrial high school and business high school students in Taiwan. 
Data analysis methods, based on methodologies reviewed from relevant literature, 
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include statistical instruments for content validity, plus exploratory factor analysis, 
Pearson correlation, an independent t-test and reliability analysis measures. The EII 
is comprised of six factors: Firstly, facilitating thought is the ability to perceive 
emotions for thinking, choosing, planning, solving problems, inspiring, and to 
increasing self maturity. Secondly, emotional management is the ability to use 
strategies for improving emotional intensity, diminishing negative emotion or 
maintaining positive emotions. Thirdly, emotional perception is the ability to 
identify and \mderstand others' emotions and the true feelings, perceiving of 
possible emotional status to make correct decisions. Fourthly, emotional awareness 
is the ability to be open to feelings, understand the truth behind those feelings, and 
awareness of others' emotions. Fifth, emotional concern can praise others' 
achievements actively and comfort friends' when experiencing loss .On the other 
hand, sharing personal happiness and sadness with others is also included. Lastly, 
emotional control involves regulating personal impulse when facing interpersonal 
conflict and anger. The coefficients of Cronbach's alpha were from .69 to .83 for 
the six factors and 0.89 in the EII. These factors could be explained from 53.8 % of 
the total variance. 
Parker et al (2006) examined the relationship between emotional intelligence 
and academic retention. Participants were selected from a sample of 1270 young 
adults (368 men and 902 women) making the transition from high-school to 
imiversity. Participants were recruited during the first week of classes in their first 
year at the university and completed a measure of emotional intelligence. Partici-
pants' academic progress was tracked over the course of the year and students were 
divided into two groups. The first group consisted of students who withdrew from 
the university before their second year of study (N=213); the second group 
consisted of a matched sample (on the basis of age, gender and ethnicity) of 
students who remained at the university for a second year of study (N = 213). 
Results revealed that students who persisted in their studies were significantly 
higher than those who withdrew on a broad range of emotional and social compe-
tencies. 
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Mestre et al (2007) examined in a sample of 127 Spanish adolescents, the 
ability to understand and manage emotions, assessed by a performance measure of 
emotional intelligence (the MSCEIT), correlated positively with teacher ratings of 
academic achievement and adaptation for both males and females. Among girls, 
these emotional abilities also correlated positively with peer friendship nomina-
tions. After controlling for IQ and the Big Five personality traits, the ability to 
understand and manage emotions remained significantly associated with teacher 
ratings of academic adaptation among boys and peer fiiendship nominations among 
girls. Self-perceived emotional intelligence was unrelated to these criteria. These 
findings provide partial support for hypotheses that emotional abilities are associ-
ated with indicators of social and academic adaptation to school. 
Adeyemo (2007) examined the moderating influence of emotional intelligence 
on the link between academic self-efficacy and achievement among 300 under-
graduate students at the University Of Ibadan, Nigeria, with the mean age of 19.4 
years. Two valid and reliable instruments were used to assess emotional intelli-
gence and academic self-efficacy while class grades were used as a measure of 
academic achievement. Descriptive statistics, Pearson product moment correlation 
and hierarchical regression analysis were used to analyse the data. The results 
revealed that emotional intelligence and academic self-efficacy significantly 
correlated with academic achievement. The study also found the moderating effect 
of emotional intelligence on the relationship between academic self-efficacy and 
achievement. The study highlighted the importance of emotional intelligence in 
relation to academic achievement. The study fiuther advocated for the promulga-
tion of educational policy on emotional intelligence and academic self-efficacy. 
Qualter, et al (2007) provided a critical review of the research field of emo-
tional intelligence and examined the usefulness of emotional intelligence construct 
in the debate on education policy and practice. The researchers smnmarized the 
evidence linking emotional intelligence to life success and academic achievement. 
On the whole, the researchers found that emotional intelligence do predict life 
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success and programmers of socio-emotional learning in schools may usefully 
contribute to the development of the attributes of emotional intelligence. 
Kumar, et al (2007) examined the impact of emotional intelligence on organ-
izational learning. Based on a sample size of 280 employees working in one of the 
Multi National Company in Gurgoun, India. The results depicted emotional intelli-
gence as being positively and significantly related with organizational learning. 
The findings have implications for management of people towards creating and 
maintaining organizational learning. 
Habibah, et al (2008) studied 688 secondary school students with low aca-
demic achievement and behavioral problems. The mean age of the sample was 16 
years. The study utilized the descriptive survey method. The findings of the study 
indicated that the mean EQ scores of those having low academic achievement and 
behavioral problems were found to be low (Mean=57.67, S.D=0.26). Research 
findings also indicated significant gender differences in EQ scores among at-risk 
students (Low achievers and those having behavioral problems) with girls obtained 
a higher mean compared to the boys. In addition results also found positive and 
significant correlation between, EQ and academic achievement, EQ and Self-
Esteemed and achievement motivation, EQ and Mathematics Self-Efficacy and EQ 
and English Self-Efficacy. The implications of the findings were in terms of 
educational opportunities for at-risk students. 
Rouhani (2008) examined the impact of a cognitive-affective course on emo-
tional intelligence, foreign language anxiety and empathy in a sample of seventy 
undergraduate Iranian EFL sophomore and junior (forty-six female and twenty-four 
male) students. These subjects included two intact classes from Shahrekord Uni-
versity that were assigned as control and experimental groups. Mayer-Salovey-
Caruso Emotional Intelligence Test (MSCEIT), EQ-Map Questionnaire, Foreign 
Language Classroom Anxiety Scale (FLCAS) and Multi-Dimensional Emotional 
Empathy Scale (MDEES) were used to assess the variables. Quasi-experimental 
design was used during the study. Descriptive statistics, F-test and multivariate and 
covariate analysis was done to find the results. The emotional intelligence 
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(MSCEIT and EQ-Map), foreign language anxiety (FLCAS) and empathy 
(MDEES) mean scores of the subjects in the experimental group changed more 
from pretest to posttest, compared with emotional intelligence, foreign language 
anxiety and empathy mean scores of the subjects in the control group. Whereas the 
emotional intelligence and empathy scores of the experimental group had an 
increase from the pretest to posttest, the foreign language anxiety score had a 
decrease from the pretest to posttest. The covariance matrix did not differ signifi-
cantly across groups, F = .721, p = 539. In the same line, in the Levene's test, the 
variance matrices did not differ significantly for both MSCEIT and EQ-Map scores 
across groups, F = .508, p = .479 and F = .000, p = .998, respectively. The treat-
ment of the study for emotional intelligence, in general, was fovmd to be 
significant. The F value of EQ-Map was not, thus a significant difference in the 
treatment effect was indicated. The treatment was not found to be significant for 
both FLCAS and MDEES pretest scores. More important, no significant interaction 
between the treatment and the pretest scores was found for both anxiety and 
empathy measures. Therefore, there were not any significant pretreatment differ-
ences between the two groups. There was a strong linear relationship between 
pretest and posttest scores from FLCAS and MDEES measures. The study has 
pedagogical implications. If empathy can be developed through cognitive-
affective coiirses in which literary readings are used as the basis of second lan-
guage learning, learners can also gain cultural understanding, which is the fifth 
skill besides speaking, listening, reading and writing. 
Downey, et al (2008) examined the relationship between emotional intelli-
gence and scholastic achievement in Australian adolescents. The sample consisted 
of 209 secondary school students (Boys=86, Girls= 123) and the data was collected 
from all the subjects from the age of 7 to 11 years. Swinburne University Emo-
tional Intelligence Test (SUEIT) was used to assess emotional intelligence while 
academic achievement grades were used to measure scholastic performance. 
Academic success was found to be associated with higher levels of total Emotional 
Intelligence (EI), via assessment of the EI of different academic levels. Regression 
analysis also revealed that dimensions of the adolescent SUEIT differentially 
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predicted secondary school subject grades. Emotional management and control was 
found to be significantly predicted Moths (r2=0.06) and science (r2=0.04), the 
Understanding Emotions subscale significantly predicted scores for Art (r2=0,12) 
and Geography (r2=0.08). It was concluded that the development of EI might offer 
educators significant opportunities to improve scholastic performance and emo-
tional competence. 
Oyeso J. I, et al investigated the relationship among emotional intelligence, 
parental involvement and academic achievement of 500 Senior Secondary School 
Students in Ibadan, Nigeria. The participants ranged in age between 14 and 18 
years (M=16.5, SD. = 1.7). Two hypotheses were tested for significance at .05 
margin of error. Using Pearson Product Moment Correlation Coefficient and 
Muhiple Regression Statistics. Results showed that both emotional intelligence and 
parental involvement could predict academic achievement. Similarly, there were 
significant positive relationship between emotional intelligence and academic 
achievement; and between parental involvement and academic achievement. These 
findings have some implications. First; parents could have to note that their inter-
personal relationships and direct interest in the academics of their children could 
bring a better academic performance. Thus effort should be made by them to be 
positively disposed to academics of their children. Both the home and the school 
need to cooperate in making the learners to be well adjusted emotionally as this 
could make or mar academic achievement. It is therefore, recommended that 
counseling psychologists and school's counselors should work on the emotional 
well being of students in the school. 
Critical Evaluation 
It is quite evident from the above mentioned studies that emotional intelligence 
plays a significant role in academic achievement. Most of the studies showed 
positive and significant positive correlation between emotional intelligence and 
academic success. However, additional emotional intelligence research or related 
studies may still be useful for understanding variations in the success of students. 
Rather than study an overall level of emotional intelligence, various personality or 
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temperamental traits that are related to Goleman's model of emotional intelligence 
like persistence, optimism etc could be more practical and meaningfiil. Second 
suggestion for the future research concerns the setting for studies involving gifted 
and talented adolescents. It appears likely that future research would be more 
sensitive to the social and academic needs of the majority of gifted adolescents if 
conducted in regular settings. 
Studies related to Achievement Motivation 
Mehta, P. Kumar et-al (1967) studied the levels of n-ach in high school boys. 
A sample of 975 students from class IX''' was drawn fi-om 32 higher secondary 
schools of Delhi. Of 32,15 were identified as High need Achieving Schools (HAS) 
and 15 identified as Low need Achieving Schools (LAS). 
Mclleland (1972) explained the effect of achievement motivation training in 
the school and it has been found that the n-ach training enhances the class work and 
life management talents rather than affecting achievement levels in a direct fashion. 
Christian (1975) conducted a study on fear of failure hope of success 
achievement motive anxiety, in relation to there SES and performance. It has been 
found that need achievement has no relation with age and anxiety. There is positive 
correlation between need achievement and academic performance and negative 
correlation between fear of failure and need achievement. However there is posi-
tive correlation between the fears of failure hope of success and between 
performance fears of failure. 
Parikh, P. A. (1976) studied the achievement motive school performance and 
educational norms of secondary school pupils of Bombay city. The study was 
conducted on 1050 pupils of twenty five classes selected on the bases of grade 
level S.E.S, sex and medium of instruction and community. Mean need-ach score 
of the Bombay city pupils was higher than that of pupils of madras, Delhi, Baroda, 
Kaira, U.S.A, Brazil and Germany. Bombay girls had high n-ach score than pupils 
of middle or lower S.E.S, Sikhs, Christians and Parisis had higher n-ach than 
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Hindus, Jains and Muslims. Class eights students had higher n-ach than Ninth and 
Tenth. Pupils of English medium schools had more achievement oriented ideas 
than pupils of Gujarat medium. School n-Ach was positively related to sex, per-
formance, perception, belief and with all the n-ach components. 
Ghuman (1976) examined aptitude, personality traits and achievement moti-
vation of academic over and underachievers m a sample of 1948 higher secondary 
school students studying in various schools of Raipur, Madhya Pradesh. The 
purpose of the study was to find out the differences in the aptitude, personality 
traits and need achievement of overachieving and underachieving students with 
regard to sex, academic stream and residential background. No significant differ-
ences were found between overachievers and overachievers on aptitude, 
personality traits and achievement motivation. 
D.N. Abrol (1977) conducted a study of achievement motivation in relation to 
intelligence vocational interest achievement gender in SES. The sample consisted 
of 414 students of class Xth firom 6 higher secondary schools fi'om urban area of 
Delhi. The result revealed that the SES of the family affected the level of achieve-
ment motivation that is higher the status the higher was the motivation. The SES of 
the students affected correlation coefficient between the two variables a significant 
and positive correlation of moderate value was found between achievement moti-
vation and scholastic achievement. 
Gupta (1978) studied a sample of 360 secondary school students (Boys=180, 
Girls=l 80) to examine anxiety and achievement motivation in relation to achieve-
ment motivation, gender and economic status. Dutta's Personality Inventory was 
used to assess anxiety and Mukheijee's Sentence Completion test was used to 
measure achievement motivation. The results revealed that there was negative 
correlation between anxiety and achievement motivation irrespective of economic 
status, low socio-economic group having academic achievement, the correlation 
between anxiety and achievement motivation was negative, low socio-economic 
group having middle academic achievement, the correlation between anxiety and 
achievement motivation was positive. Students from higher socio-economic status 
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had low anxiety. Significant gender differences were also found on the measures of 
anxiety and achievement motivation. Girls were found to be more anxious than 
boys and boys had high achievement motivation in comparison to girls. Negative 
correlation between anxiety and achievement motivation was found in boys. 
Siddique B.B. (1979) examines the effect of achievement of motivation and 
personality on academic success. The sample consisted of 450 students drawn 
randomly from various colleges of Ahmedabad. There was a mutxoal relationship 
between intelligence achievement and personality. Personality and need achieve-
ment differed in rural urban and overseas students. 
Ojha, Hardev (1979) in their study showed the extent to which social class 
family system and family occupation determine achievement motive. It has been 
found that middle class S.E.S, nuclear family system and entrepreneurial occupa-
tion are associated with high achievement motive while upper and lower S.E.S 
joint family system and bureaucrat occupation are associated with low n-ach. 
Rajeeva (1982) studied a sample of secondary school students in Bangalore 
City and examined achievement motivation, its correlates and the students' per-
formance. The study was aimed to find the difference between the class room trust 
scores of high and low achievers, perception scores of high and low achievers, 
anxiety scores of high and low achievers and the difference between the achieve-
ment scores of high and low achievement motivated students. The investigator 
found a significant difference between class room trusts scores of high and low 
achievers, anxiety scores of high and low achievers, perception scores of high and 
low achievers and between the achievement scores of high and low achievement 
motivated students. 
M.V. Sudhakara Reddy (1983) examined the relationship of self confidence 
and achievement motivation in relation to academic achievement. The self confi-
dence inventory and TAT type achievement imagery cards were administered to a 
group of 200 post-graduate students to measure their level of self confidence and 
achievement motivation. The aggregate marks obtained by each of those students at 
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their last University exams were taken as a measure of academic achievement. 
Correlation coefficient at 0.1 level were found among the three level, -0.39 be-
tween self confidence and achievement motivation 0.26 between self confidence 
and academic confidence and 0.37 between achievement motivation and academic 
achievement. 
SS Chuhan (1984) investigated a comparative study of achievement motiva-
tion of SC and ST students of Himachal Pradesh in relation to their intelligence and 
SES. The study was conducted on 600 students studying in grade Xth. The finding 
showed SC and ST student did not differ significantly in relational to their 
achievement motivation; the achievement motivation of the student differs signifi-
cantly at different level of SES. Gender and SES did not interact significantly in 
relation to the achievement motivation of the students. 
J.S. Gupta (1986) conducted a comparative student of performance of stu-
dents as related to type of school achievement motivation and intelligence on the 
sample of 40. She found that performance was highly correlated with type of 
schools achievement motivation and intelligence 
Tripathi, R.C. (1986) studied the motivation and its correlates of high school 
students of east UP. The study was confined to east UP including 9 districts. 
Average level of achievement motivation of Boys and Girl was foimd to be low. 
Girls average score in intelligence and belong to higher SES (Socio Economic 
Status). 
Konwar (1989) studied personal achievement motivation along with socializa-
tion practices at home and at school. He found a significant difference between 
boys and girls, the urban, rural and different caste groups. The broad socialization 
factors identified included individual motivation orientation and independence of 
behavior. 
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yGupta (1990) in his study found a positive correlation bqtweto frustration and j£i 
achievement motivation. Emotionally mature students achieve^»^^W^*ttlMr-t|^e^^ 
who were not emotionally mature. 
Jegede, Joseph O (1990) studied an experimental analysis of the effects of 
achievement motivation and study habits on Nigerian secondary school students' 
English language performance was carried out in 1990. The two hypotheses tested 
were that each of the treatment groups would perform significantly better in 
English than the control group and that the students treated for the combination of 
improved study habits and higher achievement motivation would perform better in 
English than any of the other groups (study habit, achievement) 
JFiiltz (1993) examined relationships between socio-economic advantage 
achievement motivation and academic performance in an urban elementary school 
population of 130 minority students. Level of socio-economic advantage 
(more/less) was determined by school records and eligibility for participation in a 
compensatory school-lunch program for low-income children. A self-report meas-
ure of students' self-efficacy, intrinsic value, and self-regulatory learning 
orientation was used to determine level of achievement motivation (high/low). 
Performance data in reading and mathematics were obtained from an individually 
administered achievement test. Multivariate analyses revealed that socioeconomic 
advantage and achievement motivation are significant mediators of academic 
performance in minority children, independent of intellectual ability. The class-
room implications of socioeconomic advantage and achievement motivation on 
individual differences in academic performance of minority children in urban 
elementary schools are discussed. 
Khare (1996) examined the differences in learning environment of home and 
other personal differences in academic performance of students. The sample 
consisted of 212 secondary school students studying in different schools in Bhopal 
City. A data was analyzed with the help of product moment correlation-test and 
analysis of variance (ANOVA) for unequal cell sizes. The results revealed that 
significant correlations between home environment and achievement in boys and 
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girls. The study also revealed significant difference in school achievement of boys 
and girls. It v^ a^s also found that the effects of environment, age and sex on school 
achievement of students. 
Eppler, et al (1997) examined the relationship between goal orientations and 
academic performance in 262 undergraduate students grouped by nontraditional vs. 
traditional status. Although both groups rated themselves higher on learning goals 
than on performance goals, non-traditional students endorsed learning goals even 
more strongly than their traditional peers. Goal orientations were a better predictor 
of academic success than student status. Consistent with Dweck's model, a learning 
goal orientation was positively related to successful academic performance for both 
groups. The relationship between performance goals and academic success was less 
straightforward, but students who rated both goal orientations as relatively weak 
had the lowest cumulative GPAs. Traditional and nontraditional students differed 
on variables that were inversely related to academic performance. Less successful 
traditional students endorsed irrational beliefs (a possible index of learned help-
lessness), while less successful nontraditional students worked more hours at a paid 
job. 
/ J ames , et al (1999) examined the association between achievement motivation 
and academic performance in a sample of 124 graduate students (Boys=62, 
Girls=62) Meharbian achievement scale was used to assess achievement motiva-
tion while class grades were used as academic performance. Results indicate that 
the relationship between level of motivation and academic performance fluctuate 
throughout the semester. 
McEwan L, Goldenberg D. (1999) - Forty-one first semester master level 
nursing students from three Canadian universities participated in this descriptive 
CO- relational study to identify the influence of achievement motivation and anxiety 
on their academic success. Academic success was determined by their first semes-
ter grade point average (GPA). Participants had high achievmg tendencies (M = 
73.5) and academic ability (M= 81.9), supporting Atkinson's (1957, 1964) 
achievement motivation theory which was used as the framework. While state 
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anxiety was negatively correlated, trait anxiety was the only valid predictor of 
academic success. Academic ability and inherent anxiety had a greater potential for 
predicting students who would succeed, which has implications for nurse educa-
tors, administrators and researchers. However, the need to assess both cognitive 
and non-cognitive variables to determine master level nursing students' ability 
to succeed is recommended. 
X JE^ eshmukh (2000) studied a sample of 832 class 12th students with the range 
from 16 to 20 years and compared high and low self-concept groups with anxiety, 
achievement motivation, intelligence, goal discrepancy and academic achievement. 
Results revealed that high and low self-concept groups of students differ signifi-
cantly on anxiety, achievement motivation and intelligence. The groups however 
did not differ significantly on goal discrepancy and academic achievement. 
Verkuyten, et al (2001) conducted studies in which Turkish and other adoles-
cents in the Netherlands completed questionnaires that addressed the importance of 
collectivist cultural values for achievement motivation and educational outcomes. 
Compared with other minority group students and Dutch students, the Turkish 
students had stronger family-oriented achievement motivation. In addition, only 
among the Turks was ethnic identification positively related to family motivation. 
Furthermore, there were no differences in individual achievement motivation 
between the Turks and Dutch, and only among the former group was a combination 
of family motivation and individual motivation found. Also, for the Turks, family 
motivation was positively related to task-goal orientation, which mediated the 
relationship between family motivation and academic performance. Individual 
motivation was an independent predictor of performance. For the other ethnic 
minority groups and the Dutch, family motivation was not related to task-goal 
orientation and performance. In addition, for these groups, task-goal orientation 
mediated the relationship between individual achievement motivation and perform-
ance. 
Barros et al (2003) examined the psychosocial correlates of academic 
achievement in a sample of 405 adolescents. The study found significant positive 
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correlations between internal locus of control and academic achievement, positive 
stimulation and internal locus of control, attention and extemal locus of control and 
self-monitoring was also found to be significantly positively related with locus of 
control. 
Miriam Vock et al (2006) studied the role of need for cognition, achievement 
motivation, and conscientiousness on academic underachievement was investi-
gated. Forty-seven male and 46 female students in Grades 7 to 10 participated in 
the study. Student attributes were assessed by self-report measures, school per-
formance by academic grades, and intellectual abilities by a standardized structure 
of intelligence test. A regression analytic model (prediction of grade point average 
by general intelligence) was used to operationally define underachievement. A 
categorical cutoff definition as well as a continuous definition was investigated. All 
relationships between underachievement scores and need for cognition, achieve-
ment motivation scales, and conscientiousness showed linearity. This warranted the 
use of a continuous definition of underachievement. Results revealed that need for 
cognition as well as facilitating anxiety contributed the most to the explanation of 
underachievement. 
G C Ilogu (2007) attempted to investigate the effect of achievement motiva-
tion on student cognitive activities. In the study, 200 SS II students were selected 
by stratified random sampling as participants. Achievement Motivation Scale, a 30-
item multiple choice questions in chemistry (compiled from past General Certifi-
cate Education of Certificate Examination and Senior Secondary School Certificate 
Examination and a 25-item Attitude Scale for Chemistry were the instruments used 
to collect data. All the three instruments were validated through pilot study. Three 
Research Hypotheses were stated to guide the research. Pearson product Moment 
Correlation Statistics was used to analyze data. It was found that both the 
Achievement Motivation Scale scores, the attitude scale scores and student percep-
tion of the teaching method scores show significant correlation to student's 
academic achievement in chemistry. Theories of Achievement Motivation and 
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behavior modification were used to explain the findings fi-om the study. Based on 
the findings, recommendation was made. 
Critical Evaluation 
Empirical studies on academic achievement and need for achievement clearly 
showed that the relationship exist between achievement motivation and academic 
scores. There is a need, however, to explore how need achievement is related to 
academic success. We also found that people; having high need to achieve are 
overachievers and those having low need to achieve are underachievers. It is quite 
necessary to study factors that lead to high or low need to achieve. 
Studies related to over and Under-achievement. 
Ridding (1966) conducted a study to investigate certain personality measure 
with over and under-achievement in English and Arithmetic Cattell's HSPQ form 
A & B and Evsenck MPI were employed to measure the intelligence. He revealed 
that there was not any significant difference between under-achievement and 
emotional stability as well as anxiety. Extroversion was found to be associated with 
overachievement while introversion with under achieving girls in arithmetic were 
found to be more extroverted than the under achieving boys. The over achieving in 
arithmetic were found to be more surgent than the under achiever. The over achiev-
ing girls in arithmetic were found to have more consignties than the under 
achieving girls. 
Srivastava (1967) investigated the factors related to educational under-
achievement. The 4 separate groups of under over high and low achievement with 
150 pupils in each were formed out of a random sample of 1837 male pupils 
studying in class Xth & Xllth of 9 secondary schools and higher secondary schools 
of Patna district. On the basis of there score on verbal and no-verbal test of intelli-
gence serving is predictor variable and average of the examination marks spread 
over 6 consecutive examinations serving as the criterion variable. Under-
achievement was related to poor study habits, poor reading ability which included 
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poor reading speed, vocabulary and spelling, low academic motivation, poor 
health, poor social and emotional adjustments, problems concerning family and 
schools. Under-achievement was related to various backgrounds and personal 
factors by age, SES father's profession, size of family, number of sibling, birth 
order, reading, interest, failure in school examination and participation in sport and 
game. No significant relationship was found to exist between under-achievement 
intactness of parental stricture, hobbies, interest in games, sports, music and 
attitude toward schools 
Sinha (1967) employed a number of psychological tools to obtain data that re-
vealed that two groups of over and underachievers differed significantly in 
intelligence and emotionality and while neuroticism was found to be positively 
related to academic achievement, manifest anxiety and extraversion were found to 
be positively related to academic achievement. 
Aggarwal (1972) studied a sample of secondary school students and examined 
psychosocial profile of under achievers. He found that imder achievers was emo-
tionally mature, possessing poor ego strength than underachievers. On comparison 
of values, underachievers were found to have stronger educational, social humanis-
tic values than over achievers. However, on the values of materialistic, personal 
and religious both the groups were found to be the same. 
Sharma K.G. (1972) compared the study of adjustment of over and under 
achiever. The studied had been carried out in 2 phases, preliminary phase and final 
phase. The preliminary was based on a small sample of 98 subject of 1 institution 
while the main study was a on a large sample of 425 subject of several institutions. 
There were significant differences among the over achiever, average achiever and 
under achievers, with regard to their adjustment in the school, home, social, 
religious and other areas. The over achievers had better adjustments then the under 
achievers in all these areas of adjustments. Those who had more effective adjust-
ments in schools, home, social, religious and other areas were over achiever and 
those having less effective adjustments in these areas were under achievers, hitelli-
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gence was relative to adjustments in all these areas which implied that an adjust-
ment was at least partly dependent upon intelligence. 
Menon S.K, (1973) compared the personality characteristic of over and under 
achievers of high ability. The sample consisted of 1900 students. Over and under 
achievers groups were selected through stratified random sampling. Over achieving 
group of boys and girls of superior ability as well as general groups were foimd to 
be less extravert and maladjusted while under achieving boys of the general groups 
were found to be less sociable and masculine. Overachieving groups of boys and 
girls of superior ability as well as general groups were found to show greater 
academic interest and endurance, overachieving girls from general groups and 
overachieving boys of both the groups were found to have greater general ambi-
tion, overachieving boys and girls from high ability as well as general groups 
showed that their persistence was greater. Overachieving girls of the general 
groups showed stronger interest than underachievers in aesthetic activity and less 
interest in out door work, while high ability overachievers among boys had an 
interest in mechanical activities. Overachieving and underachieving were found to 
be influenced by socioeconomic and demographic characteristics. 
Kapoor and Malhotra (1973) were employed as a measure of intelligence 
and measure of personality characteristic respectively. Examination marks were 
taken as academic achievement. The study revealed that the personality factors 
going with over and under-achievement in Hindi, English, Math and Science 
among male and female are significantly different and over and under-achievement 
is specific phenomena v^th reference to different school subject. 
Abraham (1974) who used intelligence and achievement in English as the 
bases for classifying the sample into over, normal and under achiever empirically 
found that the level was associated with attitude towards English, personal adjust-
ments, social adjustment and socioeconomic status. These studies also showed that 
underachievement were more frequent in rural areas while overachiever was a 
characteristic of urban schools. 
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Chaudhri et-al (1975) examined a sample of 3500 students to obtain bright 
underachievers, bright achievers and dull achievers. The study was aimed to find 
factors contributing to academic underachievement. The main findings obtained 
were that achiever's study habits were different fi-om underachievers'. Achieve-
ment motivation of bright achievers was higher than that of bright underachievers. 
Negative correlation was fovmd between anxiety levels of achiever index. Achiev-
ers had high level of need for achievement, had low level of anxiety whereas dull 
achievers had low level of achievement and had high level of anxiety. Gender 
differences were found on the factors contributing to academic imderachievement. 
Girls in comparison to boys had high need for achievement. Underachiever girls 
were found to have low level of achievement and high level of anxiety. 
Kohli T.K. (1976) examined characteristics behavioral environmental corre-
lates of academic achievement of different levels of intelligence. The study was 
conducted on a sample of 264 over achievers, 276 average achievers, 219 under 
achievers. Al-though spectrum of the non-intellectual behavior environmental 
factors was differently related to academic achievement of over and xmder achiev-
ers. Certain factors or factors combination or configuration were common to those 
groups which differed widely in achievement. These could be named as correlates 
of academic achievement. 
Beedawat, S. S. (1976) studied the academic underachievement among stu-
dents. Sample was selected randomly. Integrity of incidence of under-achievement 
was more or less uniform in the urban and rural areas. Incidents of underachieve-
ment were higher in science groups. Proportion of underachievers among girls 
was larger than among boys. Very few of the imderachievers were found to be 
outgoing, warm hearted, easy going, 70% of students among underachiever pos-
sessed average emotional stability. About 40% of students were found to be 
possessing qualities like impulsively, lively and enthusiastic 
Kumari (1981) conducted a study to identify the personality characteristic of 
and under achieving boys and girls studying in scientific stream she employed 
Deva's personality factor inventory as a measure of personality and examination 
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marks were employed as a measure of academic achievement. T-test was employed 
to test the difference in the personality characteristic of over and under achieving 
students. Finding of this study revealed over achieving boys are more shy self-
conscious worried and sociable than the under achieving boys. The over achieving 
girls are more sociable, lively, impulsive and more confident than under achieving 
girls. 
Najmul Haq (1987) carried out a study of certain Personality correlated of 
over and imder-achievement in different school subject. A large sample of 437 
students was taken from 8th and 9th class of AMU boys and girls high school. 
'Cattells Culture' fair intelligence test and high school Personality questionnaire 
was used. It was found from this study that over achievers are more adjusted, more 
conscientious, and more enthusiastic in different school subject than under achiev-
ers. 
Smith and Walker (1988) in a study of over 15000 students taking the ninth, 
this paper questions the gender and mathematics problem, and rejects the notion 
that a unique problem exists. It argues that there is no constant and universal 
pattern of under-achievement in mathematics by girls and women. It also claims 
that under-participation in post-compulsory mathematics studies and careers by 
women is a phenomenon restricted to some countries. It describes a model of 
ideologies of mathematics education in one area, the United Kingdom, and indi-
cates how five different ideological groupings construct different readings of 'the 
problem'. Finally it pursues one of these ideological perspectives, that of the 
'public educators', to show how distorted perceptions of the problem can create a 
'regime of truth' which sustains a false cycle of inequality in the interrelated 
contexts of society and schooling concerning gender and mathematics. 
Wendy G. Mitchell et al (1991) academic achievement was studied in 78 
children with epilepsy, ages 5 to 13 years, to determine how seizures, treatment of 
seizures, and socio-cultural factors influence academic achievement. Cognitive 
abilities were assessed with either the McCarthy Scales of Children's Abilities or 
the Wechsler Intelligence Scale for Children-Revised. Achievement was measured 
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with the Peabody Individual Achievement Tests. Achievement scores were cor-
rected for cognitive ability (IQ), and underachievement was defined as 
achievement score 1/2 standard deviation or more below IQ. Information regarding 
seizure history (severity, duration) and treatment with anticonvulsant drugs was 
obtained. In addition, the family was extensively interviewed regarding the child's 
environment, behavior, and demographic background. The Home Observation for 
Measurement of the Enviromnent (HOME) scale was completed on a home visit. 
Underachievement was frequent, ranging from 16% (Reading Recognition) to 50% 
(General Knowledge), but there was no relationship between severity or duration of 
seizure disorder or total exposure to anticonvulsant medications and achievement. 
Major determinants of achievement included subscales of the HOME scale, age 
(older children more likely to be underachieving), and parental education. An equal 
proportion of newly diagnosed and/or untreated subjects were underachieving 
compared to those with longstanding epilepsy and anticonvulsant drug treatment. {J 
Child Neurol 1991; 6:65-72). 
GustafsoD, Cigrid. B (1994) studied the influence of parental contribution and 
long term consequences on the female under-achievement and overachievement. 
The sample consisted of 485 female of age 13, 16 & 26 from Sweden. Under 
achievers exhibits higher intelligence but lower achievement, self perceived ability 
and school adoption than did the over achievers. Parents of underachievers charac-
terized them as incapable of unsuited to academic work while parent of over 
achievers and under achiever believed there daughter were capable of pursuing 
advance education in mid adolescent the over achievers related to theory parent 
more positively and felt more independent of them than did imder achievers. In 
aduh hood under achiever had significantly lower level of education and occupa-
tion then did over achiever and more under achiever then expected had two or more 
children when they were 26 year old. Parent values concerning education attain-
ment laid a role inhabiting or promoting their daughters optimal adaptation both in 
and beyond the academic envirormient 
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Pujar et al (2000) conducted a study on 284 students studying in 8th and 9th 
standards in Dharwad to find out the influence of age and family on self-concept of 
high and low achieving students. The results revealed that the students advanced in 
age, their self-concept also increased among both high and low achievers. The type 
of family did not significantly influence the self-concept of both high and low 
achieving students. 
Young M. Kim (2000) in his research he attempts to determine whether dif-
ferent status consistency and inconsistency types are systematically associated with 
whites' acceptance of individual and structural factors in explaining blacks' low 
socioeconomic status. Employing data from the General Social Surveys 1985-1994, 
I explore this question, separately for males and females, using logistic regression 
analysis. I find that, compared to status consistent individuals, status inconsistent 
overachievers are more likely to hold "individualist" explanations while status 
inconsistent underachievers are more likely to hold "structuralist" explanations. 
Additionally, although there is a faint suggestion that white females are a bit more 
sympathetic toward blacks' crippled status than white males; it nevertheless fails to 
surpass conventional levels of statistical significance. The overall absence of such 
effects, given the fact that white females have been the subject of sexism them-
selves, raises a question of UAL nature of "whiteness," i.e., white females as both 
oppressors and oppressed. 
Vicki E Snider et al (2001) investigated the relationship between achievement 
and IQ in the Learning-Disabled (LD) population; changes in the IQ scores of LD 
students from the early elementary grades to the high school grades were studied. 
The inter-correlations among those IQ scores and a variety of achievement scores 
were then explored for the purpose of ascertaining causal relationships. The results 
were interpreted as support for the contention that the underachievement of LD 
students (in particular, reading underachievement) plays a predominant causal role 
in the achievement-IQ relationship in this population. 
Paul H. White, et al (2001) studied underachievement on a task may occur for 
a variety of reasons. We hypothesized, based on earlier survey findings, that 
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individuals sometimes perform less than their best out of concem for the feelings of 
others and a desire to maintain relationships. In two experiments, performance by 
participants on an anagrams task was worse under conditions that promoted the 
social motivation to underachieve. In Experiment first participants solved fewer 
problems when an experimental confederate had failed and was present to observe 
the participants' performance. In Experiment second participants underachieved 
when a likable confederate failed, but did not underachieve when the un-
likableness of the confederate or the average performance of the likable confeder-
ate diminished their social concerns. Implications for understanding the academic 
difficulties of ethnic minorities in academia are discussed. 
Laura Grofer Klinger et al (2002) many children with Attention Deficit Hy-
peractivity Disorder (ADHD) achieve academically at a lower level than would be 
predicted given their intellectual abilities. However, the extent to which this is due 
to behavioral problems versus cognitive deficits associated with the disorder is 
unclear. In the present study, a group of children with ADHD (with average 
intellectual abilities) performed significantly below prediction in reading, writing, 
and mathematics skills and demonstrated a greater discrepancy between actual and 
predicted achievement than did a group of non-ADHD children. Even when 
controlling for performance on a measure of executive fimctioning, severity of 
ADHD symptoms, based on parent report, significantly predicted academic under-
achievement in reading, writing, and mathematics. These results indicate that the 
more severe the behavioral symptomatology of children with ADHD is, the more 
negatively impacted their school performance may be. Results are discussed in 
terms of diagnostic and intervention implications. 
Albaili, Mohammad A (2003) investigated the differences between intellec-
tually gifted achieving and underachieving secondary school students on certain 
motivational goal orientations such as effort, task, competition, power, praise, 
feedback, token, social concem, and social dependency. A total of 144 selected 
United Arab Emirates secondary school male students (15-19 years of age) partici-
pated in the investigation. Participants were classified into the following two 
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intellectually gifted groups: achieving students (n= 98) and underachieving stu-
dents (n= 46). The Inventory of School Motivation was used as a measure of the 
motivational goal orientations. Multivariate analysis of variance results indicated 
significant differences between the two intellectually gifted groups on Effort, Task, 
Competition, Feedback, and Social Dependency scales. Further discriminant 
analysis revealed that Effort, Task, and Competition were the most discriminating 
variables that separate the intellectually gifted achieving students fi^om their 
underachieving peers. 
David A. Cole et al (2003) a total of 807 third and sixth graders completed 
questionnaires about their academic competence, feelings of depression, and 
symptoms of anxiety, every 6 months for 3 years. Teachers provided objective 
measures of academic competence. Compared to teachers' ratings, boys overesti-
mated and girls underestimated their academic competence. Gender differences 
first emerged in fourth or fifth grade and increased through eighth grade. Symp-
toms of depression and anxiety were negatively associated with academic 
overestimation. Furthermore, controlling for depression and anxiety eliminated 
most of the gender differences in academic over- and underestimation. Finally, 
self-reported depression and anxiety predicted changes in the tendency to overes-
timate academic competence over time. Evidence of the reverse relation was much 
weaker. 
Rebecca M. Wiegers Irene Hanson Frieze (2006) - Differences in ratings of 
initial expectancy of success, perceived scholastic ability, and causal attributions 
were assessed for male and female high school students for a simulated academic 
test. Subjects were also differentiated on their achievement level (i.e., under- and 
overachievement) and the traditionality of their career aspirations. As predicted, 
higher expectancies were foimd for high performance achievers and nontraditional 
females. Males generally made more attributions to lack of effort for failure, as did 
low performance achievers. Females and high performance achievers attributed 
success more to effort. Hypotheses concerning differential usage of luck and ability 
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attributions were not supported. Although there was an overall trend for females to 
be more external, traditionality also mediated causal attributions for females. 
Staudt, Beatel; Neubauer, Aljoschal (2006) - The neural efficiency phe-
nomenon (more efficient brain function in brighter as compared to less intelligent 
individuals) was investigated regarding differences in intelligence (average vs. 
above average intelligence) and scholastic achievement (achievers vs. underachiev-
ers). The cortical activation (assessed by event related de-synchronisation in the 
EEG) of 31 male adolescents was measured while performing a verbal and figural 
version of Posner's letter matching task and two creativity tasks. During the figural 
Posner task, average intelligent underachievers showed higher frontal activation 
than similarly intelligent achievers and brighter underachievers, whereas average 
intelligent achievers showed higher posterior activation. During one creativity task 
underachievers were frontally less activated than achievers. The results provide 
first evidence that different achievement levels are also reflected in different levels 
of cortical activation. 
Singh, Rajeshwar Prasad examine the relationship between under and over 
academic achievement and motivational correlates, the sample consisted 700 
regular students who passed there B.A. examination as regular student of college 
situated with in the jurisdiction of Avadh University and studying in MA classes of 
3 college affiliated to the University. To factors were derived from correlation 
matrix of under achiever at 1st level. One factor was named the Motivational 
Factor; the second factor operative in this group was labeled as the "Self Debasing 
Factor". Only one factor was extracted fi'om OAs at 1 st level this was called the 
Self Promoting Motivational Factor. One factor was obtained fi-om UAs at U+1 
level, this factor was recognized Aggression Assertion Factor. Two factors were 
found for OAs at U+1 level. One factor was called the Value Aspiration Factor. 
Motivation Organization of the two contrasting group were found to be of positive 
nature, the motivational Organization of UAs was foimd to be significantly less 
harmonious than that of OAs. 
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Critical Evaluation 
Studies given above illustrate that under and overachievement leads to aca-
demic success or failure. We also found that students achievement (over and imder) 
also influenced by other factors like personality, social class and, academic adjust-
ment, but underachievement phenomena is necessary to be highlighted in order to 
resolve the problem prevalent very much in students and try to study the relevant 
factors that help underachievers to perform better and how it relate to emotional 
intelligence. 
Conclusion 
The above studies showed that, there is a need to explore other factors that are 
also instrumental in influencing academic success. Future research should specifi-
cally addresses the emotional intelligence construct must involve improved 
measurement of this variable. Careful consideration of the research setting, the 
changing environment options and the model connected to each measurement 
option will be essential in future studies involving emotional intelligence. When 
the goal is a more applicable understanding of the variables that contribute to 
academic success of the students, research should give consideration to analyzing 
more specific related constructs that may or may not be directly subsumed under a 
normal model of emotional intelligence. Similar to current concerns involving the 
measurement of IQ in children and adolescents, the measurement of total emotional 
intelligence score may be impractical for those who work directly with students. 
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Chapter - III 
METHODOLOGY 
The present chapter deal with the operational aspect of the study, the meth-
odological and procedural design of the research work, the tools and statistical 
treatment of the data suited to the purpose and objectives. 
The main thrust of the present research is to throw light on the phenomenon of 
over and under-achievement by exploring the effect of emotional intelligence and 
need achievement contribute to academic achievement and over and imder-
achievement of high school boys and girls. 
Design 
Three important variables needed to be studied by the researcher, namely emo-
tional intelligence, need achievement and over and under-achievement. In any 
research the dependent variables are the measured changes in pupil performances 
attributable to the influence of the independent variable and the dependent variable. 
Independent variables are the conditions or characteristics that the experimenter 
manipulates in attempts to ascertain their relationship to observed phenomena. 
Hence in the above mentioned study, the dependent variable is over and under-
achievement while emotional intelligence and need achievement are the independ-
ent variables. In order to ascertain the extent of relationship between the dependent 
and independent variable the entire work has been done. 
The present research aims to explore the effect of emotional intelligence and 
need achievement on academic performance of students and of over and under 
achievers. It aims to find out how these variables that is emotional intelligence and 
need achievement contribute to over and imder-achievement. The researcher felt 
that gender is another important psycho-social factor which should also be taken 
into account. Further five components of emotional intelligence i.e. Self awareness, 
Self regulation. Motivation, Empathy and Social skill also formed the part of the 
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study. Therefore two groups were formed in terms of each variable under study 
over achievers and underachievers, therefore appropriate analysis towards this end, 
reported under statistical analysis. Our design though predominantly a two group 
design has characteristics of co-relational design also. 
The simplest of all experimental designs is the two-group posttest-only ran-
domized experiment. In design notation, it has two lines one for each group with an 
R at the beginning of each line to indicate that the groups were randomly assigned. 
One group gets the treatment or program and the other group is the comparison 
group and doesn't get the program. The posttest-only randomized experimental 
design is, despite its simple structure, one of the best research designs for assessing 
cause-effect relationships. It is easy to execute because it uses only a posttest, is 
relatively inexpensive. Correlation is also used as design in this study, because 
different variables were correlated with each other. 
Sample 
It is not feasible to investigate any phenomenon on the entire population, thus 
representative sample of the entire population has to be selected in order to reduce 
unwanted expenditure, save time and efforts. Initially the sample consist of 774 
students of which 417 Boys and 357 Girls of different schools in Aligarh, The 
Standard Progressive Matrices test was given to students in order to identify over 
and xinder achiever, after identification the sample comprised of 200 subjects (over 
achievers and under achievers) that includes 115 girls and 85 boys of class IX and 
X, which was the main concern of the study. The age range of the sample was 13-
17 years. Drawing of sample through random procedure is undoubtedly desirable 
but even in pure experimental research it is a difficult proposition. According to 
Broota (1989) "Randomization is necessary to ensure the validity of independence 
assumptions in practice, it is generally difficult to follow dictates set forth by the 
theory of random sample. Usually we include as subjects those members of the 
population that are easily accessible to us. It is therefore advisable that the re-
searcher should draw subjects at random fi"om those subject that are accessible to 
him or her. In the present research too, this was followed. 
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Table III - The data was collected from the following institution. 
1 
2 
3 
4 
5 
6 
Schools 
ABK Union High School 
ABK Union High School 
STS High School 
Abdullah Girls High School 
Iqra Public School (Girls) 
Iqra Public School (Boys) 
Boys 
248 
-
91 
-
-
78 
417 
Girls 
-
242 
-
68 
47 
-
357 
Tools of the study 
The meaningfulness of the results of any research work depends upon the ap-
propriateness of the tools and measures employed in the study. They should be 
reasonably valid and reliable as well as suited to the age and ability levels of the 
sample involved in the research work. For its purpose the present investigation 
required the following tools: 
• Raven's Progressive Matrices (SPM) 
• Deo-Mohan's Achievement Motivation Scale (DMAMS) 
• Emotional Intelligence Scale (EIS) by investigator. 
Measure of intelligence - Raven's standard progressive matrices (SPM) 
For obtaining intelligence score the researcher went through various test of in-
telligence. Finally the Ravens Progressive Matrices (RPM) prepared by Dr. John C 
Ravens, J.H. Code in 1938 was used here. There are different types of intelligence 
test given below. 
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Types of intelligence Test 
Intelligence is a property of mind that encompasses many related mental abili-
ties, such as the capacities to reason, plan, solve problems, think abstractly, 
comprehend ideas, language, and learn. 
The Binet-Simon test was the first intelligence test developed in 
France by Alfred Binet, a French educator, in 1905. The Binet-
Simon test underwent a major revision in 1916 and was renamed 
the Stanford-Binet Intelligence Test. 
Wechsler Adult Intelligence Scale - The first test to measure intel-
ligence in adults was designed by Dr. David Wechsler and was 
called the "Wechsler Adult Intelligence Scale" (WAIS). He also 
created a test for children called the "Wechsler Intelligence Scale 
for Children" (WISC). The unique thing about these tests is that 
they report separate scores for verbal and performance IQ. This 
gives the ability to judge intelligence independent of verbal ability. 
These tests are still in use today. 
• 
• 
Peabody Picture Vocabulary Test - A person is given a word and 
asked to select a picture, from a group of four, which best defines 
the word. 
Raven's Progressive Matrices - The person is shown a matrix of 
patterns, with one pattern missing, and he/she must work out the 
rules governing the patterns and consequently, the item which best 
fills the missing pattern. 
Visual Illusions (Psychophysics) - This measures a person's ability 
to perform a visual task by seeing how well the brain reacts to that 
task. This test is particularly good for seeing how illusions ques-
tion our perception. 
Elementary Cognitive Tasks - These tests try to aim the psycho-
logical and physiological aspects of intelligence and therefore 
determine how fast the brain works. They do this by assessing a 
person's response to stimuli and tasks which become progressively 
more complicated. 
Psychometric Tests (Aptitude Tests) - Commonly used during re-
cruitment and even academic selection, in test centers, these tests 
focus on specific abilities required for a certain job or role and 
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thus try to predict a candidate's future performance in a particular 
field, rather than measure their overall general intelligence. 
Qualities of Raven's Standard Progressive Matrices (SPM) test. 
Raven's Progressive Matrices tests measure the two main components of gen-
eral inteUigence (originally identified by Spearman), the ability to think clearly and 
make sense of complexity, which is known as educative ability (from the Latin root 
"educere", meaning "to draw out") and the ability to store and reproduce informa-
tion, known as reproductive ability. 
Arthur Jensen, Professor Emeritus of Educational Psychology at the University 
of Califomia, Berkeley, has called Raven's Progressive Matrices "One of the best 
tests for measuring g" the general intelligence factor that all IQ tests measure to a 
greater or lesser degree. He also said that it is a test of inductive reasoning, unadul-
terated by verbal, numerical, spatial, mechanical, or musical interference. 
In 2007 M. Dawson, I. Soulieres, M. A. Gemsbacher and L. Mottron provided 
evidence that autistics score relatively higher in Raven's tests than in Wechsler 
tests, hi addition the autistics were providing correct answers to the Raven's test in 
less time, though erring as often as non-autistics. 
• Tests may be individual as well as group. 
• Typically designated as performance, non-language or nonverbal 
tests. 
• Tests designed for groups such as infants, preschoolers, mentally 
retarded people, physically disabled (hearing, visual, motor) and 
multicultural populations (language & cultural issues) 
• The major non-verbal test in use is Raven's progressive matrices 
This test was originally developed in the mid 1930s and was revised and stan-
dardized many times in 1938, 1943, 1948, 1972, 1979 and 1983, the present 
investigation has used the SPM of 1983 editions. The scale is intended to cover 
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whole range of intellectual development from the time a child is able to grasp the 
idea of finding a missing piece to complete a pattern and to be sufficiently long to 
access a person's maximum capacity to form comparison and reasons by analogy 
without being unduly exhausting. The scores obtained by adults tend to cluster in 
the upper half of the scale but there are enough difficult problems to differentiate 
satisfactorily between them. 
The Standard Progressive Matrices (SPM) (Sets A B C D and E) is a test of 
persons capacity at the time of the test to apprehend meaningless figures presented 
for his observation, see the relation between them, conceive the nature of the figure 
by completing each system of relations presented, and by so doing develop a 
systematic method of reasoning. The scale consists of 60 problems divided in to 
five sets of 12 each. Each of the sets, the first problem is easy and the problem 
becomes comparatively difficult as one proceeds on. 
Purpose to use this test 
• SPM was designed to cover the widest possible range of mental 
ability and to be equally useful with persons of all ages irrespec-
tive of their education background, nationality or physical 
standing. It means that it is a culture free test. 
• SPM also provide a reliable estimate of a persons capacity to think 
clearly when he was allowed to work steadily at his own speed, 
from the beginning to the end without interruption. 
Reliability of SPM 
Since SPM is a homogenous test one would expect a high correlation to 
emerge with split half measure of reliability, the majority of studies giving consis-
tency data report correlation of at least 0.90 with a modal value of 0.91. Over 40 
studies dealing with the reliability of the SPM have been reported in the literature. 
Reports of pretest reliability are contained in over 20 papers they differ widely in 
their methodology and the time intervals between test ranges from one week to 
three years. 
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From the original studies on SPM Raven's 1948 and Folds and Raven's 1948 
found reliabilities ranging from 0.83 to 0.93 with higher values being associated 
with younger subject. Well conducted study therefore indicates satisfactory retest 
reliability for SPM in the period up to one year. Beyond this the evidence is limited 
chiefly by uncertainties over sample size and lost of subject from initial sample. 
Reliability 
According to our data the reliability of SPM is foxmd to be 0.25 by using Split 
Half Method. 
Validity 
The concurrent and predictive validities of SPM vary with the age, possible 
sex and homogeneity of the sample, the method of assessment of the criterion to 
which the test will be related and the reliabilities of the test, criterion measures in 
the context considered adolescent reliable correlation of SPM with the Binet & 
Wechsler scales range from +0.54 to +0.86 
The external criterion commonly adopted in predictive validity investigation in 
scholastic achievement assessment sometime after administration of SPM. Validity 
coefficient reported in studies with English and Non-English speaking children and 
adolescent generally range +0.70. 
Administering the SPM 
The individual test appears to introduce emotional factors which are less op-
erative when a person is allowed to work quietly at his own speed. The self 
administered or group test appears to provide a reliable sample of a persons output 
of intellectual activity during the test. 
The researcher explains the intelligence test to the students distributing the 
booklets to them, along with the answer sheets. The researcher pointed out to the 
figure of set of A of Al then explains that there were 6-8 Fig given and 1 figure 
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exactly fit into the above missing picture which complete the figure. The research-
ers asked them to write the answer in the answer sheets provided to them. Once the 
subject had grasped the nature of the initial problem, the researcher gave no further 
assistance in the method of reasoning. The total time taken for the admmistra^g^^a Ara* 
the intelligence test was about 35 minutes. ^ s r . 
Table IV - Norms for Standard Progressive Matrices (Age 13-25 * 
Percentile Points 
95 
90 
75 
50 
25 
10 
5 
Scores (Age 13 - 25 Yrs) 
55 
54 
49 
44 
37 
30 
25 
>2 A«». itm. 
Measure of Academic Achievement 
For the achievement measure the investigator had to depend upon the school 
subject record of examination marks. Much as lack of reliability of school exami-
nation marks is proverbial, there was no other way to get the measure of academic 
achievement. It would had been no doubt far better if standardized achievement test 
could have been employed, for this purpose but no such test were available for the 
school subject for the study and suited to the grades on which the student was 
made. 
Next best alternative was to construct an achievement test of own and stan-
dardized it to the extent that was possible. In such a case the reliability and validity 
of achievement measure could have been ensured. Hence, the school records and 
results of exams had to be relied upon. In order to ensure better reliability of 
achievement scores results of all the exams, half yearly and annuals were taken into 
account for each of the two graded IX and X, the total marks of the subject yielded 
the raw score for every individual. 
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Measure of Need Achievement - Deo-Mohan Achievement Motivation 
(DMAMS) 
For studying achievement motivation for students the investigator employed 
Deo-Mohan Achievement Motivation (n-Ach) scale by Mrs. Pratibha Deo and 
Asha Mohan of National Psychological Corporation Agra. There are various tests 
already being used in different researches like TAT, picture completion. 
The Achievement Motivation Test for adults is 90 multiple-choice item ques-
tionnaires for the measurement of three motives. Achievement Motivation 
Inventory (AMI) is an adaptation of Mehta's (1969) objective test version of the 
Thematic Apperception Test for achievement motivation, Mukherjee test of n-ach 
etc. 
But these tests are much time taken compared to DMAMS test. A projective 
test generally used for measuring achievement motivation is time consuming in 
administration and the scoring procedure is somewhat complicated. 
Qualities of Deo-Mohan Achievement Motivation (DMAMS) 
Researcher required a quick scoring tool which can be easily administered and 
used for research and for studying pupil. 
• It is a self rating type and may be administered to individual and to 
the group with 5 point to rate, i.e. always, frequently sometime, 
rarely and never. 
• It has no fix time limit 
• It is handy and convenient for administration and scoring secondly 
many scales that are available measure achievement motivation in 
particular field such as academic motivation at the high\higher 
secondary college or university level. 
• A standard measure which sufficiently measures the achievement 
motivation in general is desired. 
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• The present scale fulfills that need thirdly for validating the projec-
tive test of achievement motivation, the verbal scale will found to 
be a very useful and valuable instrument. 
The scale has designed for use with the subjects ranging from 13-25 years and 
above. The scale was in the statements form, covering the areas of academic 
factors, factors of general field of interest, competition in curricular and co-
curricular activities and social interest. Total number of items was 50 having the 
folloAving distribution. 
Table V - Showing the distribution of items in achievement motivation scale 
s. 
No. 
1. 
2. 
3. 
4. 
5 
6. 
7 
8 
9 
10 
11 
12 
13 
14 
15 
Factors 
Academic motivation 
N-Achievement 
Academic challenge 
Achievement anxiety 
Importance of grades/ marks 
Meaningfulness of tasks 
Relevance of school/ college to future goals 
Attitude towards education 
Work methods 
Attitude towards teachers 
Interpersonal relations 
Individual concern 
General interest 
Dramatics 
Sports 
No of Items 
4 
4 
4 
1 
2 
4 
2 
4 
5 
3 
4 
2 
4 
2 
5 
50 
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Out of these items 13 items were negative i.e. the item no 1 12, 13, 14, 17, 
18,19,20,21,22,32,34,37 and remaining 37 items were positive items. 
Reliability of the scale 
Coefficient of the reliability are sufficiently high (0.69) and the scale can be 
considered as reliable for use. Test retest method was applied to obtain the reliabil-
ity coefficient of the scale. Taking different set of sample, the administration of the 
test was repeated on several occasion, the results are given below: 
Table VI - Showing the reliability coefficient of DMAMS 
Sample 
Mixed Group 
Males 
Females 
No 
51 
33 
50 
Interval 
4 weeks 
5-6 weeks 
5-6 weeks 
R 
0.60 
0.67 
0.78 
Significant Level 
0.01 
0.01 
0.01 
These co-efficient of reliability are sufficiently high and the scale can be taken 
as quite reliable for use. 
Reliability 
According to over data the reliability of SPM is found to be 0.31 by using Split 
Half Method. 
Validity of the scale 
As far as validity is concerned in the first instance the item validity established 
by high low discrimination method was accepted as the validity of the whole 
measure. Beside this scale was also used for validating the projective test of 
achievement motivation. The coefficient of correlation between the scale and the 
projective test was observed to be 0.54 which deal for the validity of the score also, 
the validity of the concurrent nature. Finally the scale scores were also correlated 
with the scores obtained by administering the Aberdeen Academic Motivation 
Inventory of Entwistle (1968) yielding the coefficient of the correlation as 0.75 for 
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mixed sample of 0.93. This correlation is high enough to establish the validity of 
the scale. Regarding the r of 0.54 between the scale and projective test McClelland 
explain that self descriptive and projective measure are usually not correlating high 
with each other, even Carney (1966) observed that questionnaire measure corre-
lated poorly with McClelland projective measures. These explanations support the 
result of the present scale of achievement motivation to be sufficiently valid for use 
for measuring achievement motivation. 
Scoring 
Two stencil keys were used for scoring, one for positive items and one for 
negative items. Positive items carry the weight of 4,3,2,1 and 0 respectively, for the 
categories of Always, Frequently, Sometime, Rarely and Never. The negative items 
for the scores 0, 1, 2, 3 and 4 for the same categories respectively that are given 
above, separate keys for positive and negative items were provided, and total score 
is the summation of all the positive and negative items scores. The minimum scores 
obtained can be zero and maximum can be 200 other score ranging in between. 
Administration of the scale 
The scale can be administered individually as well as in groups. The subjects 
should be seated comfortably at some distance from each other and all within such 
distance that every subject can clearly hear the tester's voice. First the answer sheet 
was to be distributed, one to each subject and the subject should be asked to write 
down his/ her particulars i.e. Name, Age, Gender, and College/School name and 
address, etc. after ensuring that this is properly done by all the subjects, the tester 
should distribute the scale booklets giving one to each subject. The directions 
should be properly clarified and explained. The subjects should be told that there is 
no time limit but they are expected to work fast and give their honest, frank and 
first response to each item. After the subjects finished marking their response, the 
test booklets should be collected along with the answer sheets. That completes the 
procedure of administration. 
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Table VII - Percentile Scores for DMAMS Test 
Percentile 
98 
95 
90 
80 
70 
60 
50 
40 
30 
20 
10 
5 
2 
Score 
188 
180 
176 
168 
162 
157 
152 
146 
140 
131 
118 
108 
104 
Emotional Intelligence Scale (EIS). 
Appropriate tools for studying intelligence and need achievement were avail-
able. The researcher reviewed the various tests available to study emotional 
intelligence, but those were not appropriate according to the present study. Thus it 
became necessary to develop a test to measure emotional intelligence. Therefore 
another major dimension was added to the present research, namely devising of 
measure to study emotional intelligence. 
Test construction is one of the most challenging and crucial activities in re-
search. Preparing a good test is both time consuming and involves exercise of great 
care and control. According to Kelly (1969) and Hasan (1997), there are three 
strategies for construction of questionnaire. 
1) Rational theoretical. 
2) Empirical. 
3) Factor analytic. 
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The present researcher used the rational theoretical method for construction of 
emotional intelligence scale. Details in this regard have been covered in the section 
on "tools of study" in the forth coming pages. 
After surveying and scrutinizing the various test available for studying emo-
tional intelligence the researcher felt that in view of the age group being studied 
and the test that was available was not suitable for the present research, therefore it 
was necessary that appropriate tool be developed. 
The measurement of emotional intelligence has been rather slow to progress 
and to culminate into an empirically sound existence in- comparison to the concept 
of emotional intelligence itself. Various methods are available for measuring 
emotional intelligence, which are categorized by Salovey, Woolery and Mayer, 
(1999) as task based measures and the self report measures. Task based scales 
includes measures like levels of emotional awareness(LEAS) by lane, Quinlan, 
Schwartz, and Zeitlin (1990), emotional creativity by Averill and Nuiiley(1992), 
cormecting thoughts and emotions Mayer and Geher (1996) and the multi factor 
emotional intelligence scale(MEIS) by Mayer, Caruso and Salovey, 1998. 
Wong's Emotional Intelligence Scale (WEIS) is a self-report EI measure de-
veloped for Chinese respondent (Wong et al., 2007). WEIS is a scale based on the 
four ability dimensions described in the domain of EI, and some others are given in 
the table below. 
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Commonly Used Measures of Emotional Intelligence 
Measure 
Mayer-Salovey-Caraso 
Emotional Intelligence 
Test 
(MSCEIT) 
Emotional Quotient 
Inventory 
(EQ-i) 
Emotional Competency 
Inventory (ECI) 
Emotional Intelligence 
Appraisal (EIA) 
Work Profile Question-
naire-
Emotional Intelligence 
Version (WPQEI) 
Levels of Emotional 
Awareness Scale 
(LEAS) 
Self-Report Emotional 
Intelligence Test 
(SREIT) 
Corresponding 
Theorist 
Mayer and 
Salovey 
Bar-On 
Goleman 
Goleman 
Goleman 
Other 
Salovey and 
Mayer 
Or Other 
Mode of 
Measure 
Performance-
Based 
Self-Report 
Self-Report 
And Other-
Report 
Self-Report 
And Other-
Report 
Self-Report 
Self-Report 
Self-Report 
Brief Description 
Specific tasks are used to 
Measure level of ability of 
each. Branch of emotional 
intelligence. 
133 self-report items measure 
total IQ and each of the 5 
components of the Bar-On 
model 
A multi-rater instrument that 
provides ratings on a series of 
behavioral indicators of 
emotional intelligence 
A 7-minute assessment meant 
to measure the existence of 
Coleman's four components 
of emotional intelligence 
Measures 7 of Coleman's 
competencies thought of as 
most 
essential for effective work 
performance 
Measures levels of awareness 
of 
emotions in oneself and others 
A 3 3-item measure of Salovey 
and Mayer's original concept 
of 
emotional intelligence 
Need to construct the test 
As we know that there are various tests of emotional intelHgence available as 
given in the above table prepared by different experts of the field but all of these 
are time consuming, so there is a need to develop a test of own. The purpose of 
preparing a scale is to provide the researcher with such a tool which will found to 
be handy and convenient for administration and scoring, the present scale fulfill 
that need. Although preparing a test is time consuming and need exercise of efforts. 
Test construction is also considered a valuable activity for the researcher. A 
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researcher required a quick scoring tool which will found to be easy in scoring and 
items are easily understandable to the subjects 
Development of the test 
For the construction of the scale the researcher used rational theoretical ap-
proach as stated earlier. The following steps were involved in scale construction. 
The first step was defining of construct. In this, the definition of the trait is to be 
enunciated. With the help of literature and various studies, the researcher defined 
emotional intelligence in terms of self-awareness, self-regulation, motivation, 
empathy and social skills. These factors or components of emotional intelligence 
were found predominantly in most definition of emotional intelligence. 
A pool of item which reflected each of the factors defining emotional intelli-
gence was created, with help of teacher of the department and other teacher of 
other department of that field. Initially more than 100 items were formulated. Each 
item highlighted a situation reflecting particular factors. Experts subjected these 
question scrutiny. Five teachers of the field participated in this procedxire. Their 
comments were incorporated, fiirther adjusted the construction and wording of 
statement. Many unrelated question were deleted. 
The next step was editing and improving language of items. Since one of the 
fundamental assumptions of rational theoretical approach is that the responses 
given by a subject are the verbal representation of his mental interior, the items in 
the instnmient should convey the same meaning to all the subjects so as to have a 
sample of their same kind of mental interior. To ensure that all the subjects get the 
same meaning of the statements, the statements should be easy to understand and 
not open to more than one interpretation. Some informal criteria for the editing of 
statement given by Edward (1969) can be used for the selection of items the criteria 
are: 
Avoid statements, which are likely to be endorsed by everyone or 
almost by no one. 
85 
• Select statements that cover the entire range of variations along the 
continuum. 
• Keep language of statements simple, clear and direct. 
• Keep statements short. 
• Keep statement should contain one complete reference of feeling 
or behavior 
• Statements should avoid such word as "always", "all", "none", 
"never", etc because universals introduce ambiguity. 
• 
• 
Word such as only just nearly and others of similar nature should 
be used with care and moderation in writing statements. 
As far as possible statements should be in the form of simple rather 
than complex sentence. 
• Avoid statements, which can be interpreted in more than one way. 
• Avoid words that are not understood by those who have to give re-
sponse. 
• Avoid use of double negative. 
This was diligently followed in the next step imdertaking was screening and 
rewording of items, which was done with the help of experienced researcher. So in 
the end after further streaming on the basis of steps explain in the next paragraph 
50 question were retained in the questionnaire. This helps to establish face 
validity. 
Items homogeneity was also determined. In order to this the researcher con-
ducted a pre test method on the live identified samples. This consist of testing the 
emotional intelligence scale on 10 individual who on observation and prior knowl-
edge were high on emotional intelligence and 10 individual who were low on 
emotional intelligence. The results of these two groups were analyzed and it was 
observed that on a large number of items both groups differed in a marked way. 
Only 50 items were retained. 
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Procedure for the construction of the test 
The Emotional Intelligence scale developed by the investigator is based on ra-
tional theoretical approach. The investigator started to develop the scale first by 
clarify the concept of emotional intelligence and the theory on which it is based. 
The test is based on Goleman's Theory of EI which includes five dimensions self 
awareness, self regulation, motivation, empathy & social skill. Later on the investi-
gator collected various items of the test which included the above five components 
ofEI. 
Self-Awareness (SA) - Self-awareness is the explicit understanding that one 
exists. In addition, it includes the concept that one exists as an individual, separate 
fi-om other people, with private thoughts. It may also comprise the imderstanding 
that other people are similarly self-aware. 
JLxample: 
Dimension 
Self awareness 
Item 
I express my feelings honestly 
Self-Regulation (SR) - It is about being able to manage and control and your 
emotional state, the keywords being manage and control, if we leam to tolerate a 
emotion than some thing changes it is not griming and bearing it. It is about 
managing feelings so that you behave in a manner that is appropriate for the 
circumstances. 
Example: 
Dimension 
Self Regulation 
Item 
I easily forget things that upsets me 
Motivation (M) - It refers to the forces that energies and direct behavior that 
helps us individually and in group to achieve our goal. We need to be sufficiently 
self aware in order to appreciate what it is that drive us to achieve fi"om time to 
time and in diff rent situation. Similarly we have to be able to control and regulate 
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our emotional energies in order to perform to the best of our ability specially when 
under pressure. 
Example: 
Dimension 
Motivation 
Item 
I expect to do well on most things which I try. 
Empathy (E) - The capacity to enter into someone else mind and personality 
and by so doing imaginably experienced that persons; subjective feeling or inner 
emotion. It include the ability to apply those skill and attributes at group and 
organizational level as well as person to person 
Example 
Dimension 
Empathy 
Item 
I care what happens to other feelings 
Social-Skill (SS) - Social skill are important component with in the complex 
system of interrelated competencies, it is our social skills that enable us to do such 
things as initiate and sustained personal relationship, become accepted and inte-
grated in to groups, function effectively as member of the team, influence the 
attitude opinion and behavior of others, need other people prevent conflict from 
happening and manage them successfully when they do occur. 
Example: 
Dimension 
Social-Skill 
Item 
1 arrange events others enjoy. 
Initially there were 100 items in the test which was later on given to five ex-
perts of the field. For this purpose, the investigator went through various journals, 
books, websites and some items were self-prepared. Those items were selected 
which was three or four judges had same opinion, this process of item selection 
took a month. In this way, a final scale includes 50 items of which 10 of each 
respectively. The scale is based on five points. Given below in Table 3 
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Scoring for EI Test 
Items 
Always 
Often 
Sometimes 
Rarely 
Never 
Positive Items 
5 
4 
3 
2 
1 
Negative Items 
1 
2 
3 
4 
5 
There are 43 positive items and 7 negative items in the scales. The scoring for 
positive items is 5,4,3,2,1 and 1,2,3,4,5 for negative items respectively. The subject 
is required to select one of the altemative whichever suitable for him/her. Next step 
was how to classify the subject as High Emotionally Intelligent, Low Emotional 
Intelligent & Average Emotional Intelligent. In order to this we calculate the 
quartile deviation (Q3 «& Ql). After calculating the value, we have Q3 = 193 and 
Ql - 166 
Classification of subjects into difTerent level according to the scores is given 
below 
Scores 
193 and above 
between 192 and 166 
165 and below 
Level EQ 
High 
Moderate 
Low 
Reliability of the EIS 
A test is reliable to the extent it measure what ever it is measuring consistently. 
In test that have a high coefficient of reliability error of measurement have been 
reduced to a minimum. Reliable test are stable in whatever we measure and yield 
comparable score on repeated administration. 
Different types of Reliability 
• Test Re-test Reliability 
• Equivalent or Parallel Forms 
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• Internal Consistency 
• Split Half 
• Inter Scorer Reliability 
• Stability Over Testes 
• Standard Error of measurement 
Split Half Method is used to find out the reliability in this test. In this method 
the correlation coefficient is determined by comparing odd items of the measure-
ment to the even items. The reliability of this test is found to be 0.25 
Procedure 
Administration of questionnaire is not a routine mechanical task; it is one of 
the most important activities in the conduct of research. It has to be conducted with 
sensitivity and because the subject serious and genuine reactions will come if 
rapport is established and confidence in researcher integrity in respectfijl confiden-
tially is also there so vividly, it also becomes very interesting to interact with 
individual, the researcher has a rich variety of experience while collecting data, as 
results of personal interaction with the subject. In this phase the investigator 
started the work by arranging meeting with class teacher to fix the period for this 
purpose, afterwards work started with the cooperation of the teacher and students. 
The data was collected in two phase. 
1. Administrator the test of Intelligence (SPM) 
In order to find out over and under achievers. Ravens test was administered to 
the subjects which found to be very interesting, students did the test with great 
interest and enthusiasm. The investigator instructs the subjects of how to complete 
the test it require 35 min to complete the test. So one period needed to conduct the 
test, in this way the SPM test was given to subject of different schools, there was 
774 students on which the test was conducted 
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Identification of over and under-achievement 
After obtaining the data, the first task before the investigator was to identify 
the cases of over and under-achievement in general. In the present study the 
technique suggested by Thomdike (1963) was used. This technique is based on the 
correlation and regression between the achievement scores and the predictor 
variable. 
The problem essentially involved the prediction of 'the expected achievement' 
against which the positive and negative discrepancies were to be worked out, cases 
of positive discrepancy being the over achievers and those of negative discrepancy 
the under achiever. For this purpose of statistically recognizing over and under-
achievement 'regression equation' or the 'prediction equation' between intelligence 
and achievement scores was worked out for each individual. The formula for 
working out regression equations was as follows: 
Y = rcry/<jx ( x - M x ) + My 
^ = the predicted value of criterion (achievement) 
r = the coefficient of correlation between the prediction (intelligence) and 
the criterion (achievement) variables. 
ay = standard deviation of the criterion scores. 
ax = standard deviation of the predictor scores. 
X = individual predictor score 
y = individual criterion score 
MX = Mean of the predictor score 
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MY = mean of the criterion score 
r ay / ay = regression coeflficient 
Since the prediction equation required means and standard deviations of the 
predictor and criterion variables as well as correlation coefficient between intelli-
gence and achievement score. There were also utilized in working out the 
regression equation. The value thus obtained represented the expected achievement 
score for the individual concerned as predicted on the basis of intelligence. After 
obtaining the predicted scores, the discrepancies between the actual achievement 
scores and the predicted values were worked out for each individual, (D = y-F ) 
these discrepancies for each individual was compared with the corresponding 
standard error of estimate. 
The concerned individual was classified either an over achiever or under 
achiever depending on whether the value of d was positive or negative. If the value 
of d was positive and greater than the associated standard error of estimate the 
individual was considered as an over achiever likewise, if the value of d was 
negative and larger than the associated standard error of estimate the concerned 
individual was classified as an under achiever. For identifying over and under 
achievers more precisely i.e., unaffected by the statistical errors of estimate, cases 
one SDE above their predicted achievement scores were designated as over 
achievers and those one SDE below as imderachievers the formula for standard 
error of estimate is given below: 
VMO^ SDe = SD 
{Garrett, 1981) 
After identifying, 200 students were found to be over and underachievers. Af-
ter a gap of 4-5 months, the test of emotional intelligence and need achievement 
was administered to the identified sample. In the same way the above test was 
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given to the subject, here the two questionnaires was given to the over and under 
achiever. There was no time limit for both the test and instruction was given to the 
subject of how to fill the questionnaire. Both the test of emotional intelligence and 
need achievement was given at the same time. After following the instruction the 
subject started to the test. It is also required to present the details of why to conduct 
the test, so students takes much interest in doing that test time. In this way the 
whole process of data collection was completed. 
Techniques used for Data Analysis: 
Use of appropriate statistical technique is also one of the important steps of the 
investigation. The following techniques were used by the researcher after organiza-
tion of data. 
Mean: Mean is defined as the value resuhing from dividing the sum of scores 
by the numbers of scores. 
The formula for mean 
N 
Where, M = mean 
^ X = sum of scores 
N = number of scores 
Standard Deviation: 
It is square-root of the arithmetic mean of the sqiiared deviation of scores 
taken from there mean. The formula for SD 
V N 
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Where, 
SD = Standard Deviation 
x= deviation of scores of mean 
N = number of scores 
t-Test 
It is used to compare in two traits. When the researcher wants to test the sig-
nificant of difference between two means and when the size of the sample is more 
than 30. 
The following formula is used. 
SEo 
SE^ = Standard Error of Difference 
S b o ^combined-
^ combined 
Correlation 
(^, 
V 
, ^ A^,-l + (o-
Ni+N^-
J> 
-2 
iN^--1 
Correlation is the relationship between two or more paired variables or two or 
more paired set of data the degree of relationship is measured and represented by 
the coefficient of correlation. This coefficient may be calculated by the letter r. the 
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Greek letter V/io' or other symbols depending on the data distribution and the way 
the coefficient has been calculated. The most often used and most precise coeffi-
cient of correlation is known as the Pearson's product moment coefficient (r) of 
correlation. 
The following formula is used. 
r = 
^NZx'-(zxyp-£y'-is.ry 
Multiple Regression 
It is a term used for predicting Y from two or more independent variables com-
bined. 
The formula for multiple regression is given below 
Where, Y = the variable to be predicted. 
a = the constant or intercept, 
bi = the slope of the first predictor. 
b2 = the slope of the second predictor, 
xi = the score of first predictor. 
X2 = the score of second predictor 
The administering of the questionnaire is a great learning experience for a re-
search scholar. It may be a taxing a venture to motivate responded and to ensure 
that they respond similarly, but it pays rich dividends for the research scholar, in 
creating a feeling that honest and genuine research has been conducted. 
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Chapter - IV 
RESULTS 
The behavioral scientist depends for his data on the observation of behavior of 
human subjects. The behavior may comprise x)bjectively observable overt or covert 
bodily or motor activities. The significance which the behavioral scientist ascribes 
to the objectively observed motor and verbal behavior of his subjects, constitute the 
data for his observation. 
Analysis may be defined as classifying, ordering, manipulating and summariz-
ing data with the view to answering the research questions. After the data have 
collected and analyzsed, he/she has to exercise his logical thinking to judge as to 
how far the evidence provided by the data substantiates his hypothesis. 
The researched analyses the data keeping in mind, aims and objectives of the 
study. Here, the data was analysed to see the effect of emotional intelligence and 
need achievement on academic achievement and over and under-achievement of 
high school boys and girls. 
The present chapter comprises the details pertaining to statistical analysis of 
the research data. As mentioned earlier, the statistical measures used for the 
analysis of the scores are multiple regression, correlation and t-test. 
Multiple Regression is used that allows one to predict someone's scores on 
one variables on the basis of their scores on several other variables. It means one 
prefer to use the term predictor or independent variables that may be useful in 
predicting the scores on another variable that we call criterion or dependent vari-
able. 
T- test is used to compare in between the two groups of mean. Here we use t-
test in order to compare boys and girls on emotional intelligence and its dimen-
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sions, and to compare the over and under achievers on emotional intelligence, its 
dimensions and on need achievement 
Correlation matrix is used to find out the correlation between IQ and EQ along 
with different other variables. 
Table 1 (a) 
Multiple Regression 
In table 1(a) given below Multiple Regression is computed, where academic 
achievement is the criterion or dependent variable and Intelligence, Self-
awareness, Self-regulation, Motivation, Empathy, Social-skill, Emotional 
intelligence and Need achievement are the predictor or independent variables 
Variables 
Intelligence 
Self Awareness 
Self regulation 
Motivation 
Empathy 
Social Skill 
Emotional 
Intelligence 
Need Achieve-
ment 
Reg. Coef. 
0.53160 
0.01771 
0.38177 
0.92966 
-0.91264 
-0.16237 
0.28636 
-0.04676 
R2 
0.282599 
0.000314 
0.145748 
0.864268 
0.832912 
0.026364 
0.082002 
0.002186 
Std. Error 
0.10030 
87.31631 
87.31647 
87.31625 
87.31631 
87.31631 
87.31599 
0.05732 
F-value 
15.83 
(P) 
<0.01** 
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Table 1 (b) 
Variables 
Intelligence 
Self Awareness 
Self regulation 
Motivation 
Empathy 
Social Skill 
Emotional Intelli-
gence 
Need Achievement 
Standardized 
Beta Value 
0.31023 
0.00501 
0.10271 
0.28809 
0.26622 
0.03994 
0.29308 
0.04888 
t- Value 
5.30013 
0.00020 
0.00437 
0.01065 
0.01045 
0.00186 
0.00328 
0.81577 
Significance 
(P) 
<0.01** 
>0.01 
>0.01 
>0.01 
>0.01 
>0.01 
>0.01 
>0.01 
** Significance at 0.01, * Significance at 0.05 
Above table shows that the standardized beta value for intelligence (independ-
ent value) came out to be 0.31, its t-value was foimd to be 5.30 which was 
significant at .01 and .05 levels. It means that 31% of variance in the academic 
achievement is counted by intelligence, i.e., there are 31% chances that intelligence 
predicts academic achievement. 
The standardized beta value for self awareness (independent variable) came 
out to be 0.0031. Its t value was found to be 0.00020 which was not significant at 
both the levels. The standardized beta value for self regulation came out to be 
0.10. Its t-value 0.00437 was not significant. The standardized beta value for 
motivation came out to be 0.28 its t-value was not significant. The standardized 
beta value for empathy (independent variable) came out to be 0.266. Its t-value was 
found to be 0.01045 which was not significant at both the levels. The standardized 
beta value for social skill came out to be 0.03994. Its t-value 0.00186 was not 
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significant. The standardized beta value for motivation came out to be 0.28. Its t-
value was not significant. It shows that variables, self-awareness, self-regulation, 
empathy, motivation, social skill, emotional intelligence and need achievement are 
not significant and only intelligence is predicted by academic achievement which is 
the dependent variable 
Results of multiple regression shows that emotional intelligence and its dimen-
sions, are not the predictor of academic achievement. 
Therefore our hypothesis that EQ is a significant predictor of 
academic achievement is not supported by result 
Table 2: Inter-correlation (matrix) among different variables 
AA 
IQS 
SA 
SR 
M 
E 
ss 
EQS 
NAS 
AA 
1 
0.44** 
0.36** 
0.36** 
0.49** 
0.12 
0.28** 
0.44** 
0.07 
IQS 
1 
0.18** 
0.14* 
0.22** 
0.02 
0.16* 
0.20** 
-0.01 
SA 
1 
0.37** 
0.60** 
0.44** 
0.34** 
0.76** 
0.29** 
SR 
1 
0.41** 
0.31** 
0.44** 
0.68** 
0.14* 
M 
1 
0.47** 
0.38** 
0.80** 
0.29** 
E 
1 
0.38** 
0.72** 
0.26** 
SS 
1 
0.67** 
0.16* 
EQS 
1 
0.32** 
NAS 
1 
** Significance at 0.01, * Significance at 0.05 
Academic Achievement (AA) - Intelligence (IQS) - Self-Awareness (SA) 
Self-Regulation (SR) - Motivation (M) - Empathy (E) - Social-Skill (SS) 
Emotional Intelligence (EQS) - Need Achievement (NAS) 
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Correlation analysis among the variables is shown in Table 2. Some of the cor-
relations among the variables are found to be significant while some of the 
correlations are not significant. Correlation between academic achievement and 
intelligence was found to be sigiuficant. It shows that as the intelligence increases 
academic achievement also increases. 
Correlation between self awareness and academic achievement was found to 
be significant showing that as self awareness among students increases academic 
achievement also rises. 
Correlation between academic achievement and self regulation was also statis-
tically significant; it indicates that as the self regulation increases academic 
achievement also increases. While the correlation between motivation and aca-
demic achievement was found to be significant this shows that as motivation 
increases, academic achievement also increases. Correlation between academic 
achievements with empathy was not found to be significant. While there is signifi-
cant relationship between emotional intelligence and academic achievement which 
indicates that as the emotional intelligence increases, academic achievement will 
also be increases academic. 
Correlation between intelligence and self awareness, was found to be signifi-
cant, it means that as self awareness increases intelligence also be increases. 
Correlation between intelligence and self regulation was found to be significant 
which shows that as the self regulation increases intelligence also increases. 
Correlation between intelligence and motivation was found to be significant it 
means that as the motivation increases, intelligence also rises. There is not a 
significant relationship between intelligence and empathy, while intelligence is 
significantly correlated with emotional intelligence; it shows that as intelligence 
increases, emotional intelligence also rises. While intelligence not significantly 
correlated with need achievement. Correlation between self awareness and self 
regulation was found to be significant which shows that as self awareness increases 
self regulation also increases. Correlation between self awareness and motivation 
was foimd to be significant. 
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While correlation between self awareness and empathy was also found to be 
significant, correlation between self awareness and emotional intelligence was also 
found to be significant showing that as self awareness increases emotional intelli-
gence also increases. Correlation between self awareness and need achievement 
was found to be significant. While self regulation is significantly correlated with 
motivation, correlation between self regulation and empathy was found to be 
significant. Correlation between self regulation and emotional intelligence was 
found to be significant. While correlation between self regulation and need 
achievement was found to be significant correlation between motivation and 
empathy was found to be significant while correlation between motivation and 
social skill was foimd to be significant. There is also a significant correlation 
between motivation and emotional intelligence. Correlation between motivation 
and need achievement was found to be significant. There is a significant correlation 
between social skill and emotional intelligence while social skill is also signifi-
cantly correlated with need achievement. Correlation between empathy and social 
skill was foxmd to be significant, while correlation between empathy and emotional 
intelligence was also foimd to be significant, there is a significant correlation 
between empathy and need achievement. Correlation between emotional intelli-
gence and need achievement was found to be significant which shows that as the 
emotional intelligence increases, need achievement also increases. 
Correlation between EQ and IQ are found to be significant which shows that 
EQ increases, iq also become increases. Both depend on each other. 
Therefore the hypothesis that "there is a positive relation be-
tween EQ and IQ " is supported by results 
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Comparisons between over achievers and under achievers on different 
variable 
Table 3: Showing significance of difference of over achiever and under achievers 
on self awareness 
Groups 
Over Achievers 
Under Achievers 
N 
115 
85 
Means 
37.82 
34.44 
SD 
5.02 
4.99 
SED 
0.32 
t. value 
4.68 
P 
<0.01** 
Table 3 shows the results of an independent sample t-test which is conducted 
to compare mean scores of over achievers and underachievers on self awareness of 
students. 
The mean of over achievers is greater than the mean score of underachievers, 
the computed t-value was found to be 4.68, significant at 0.01 level. This shows 
that there is a difference of self awareness between over and under achievers. 
Therefore the hypothesis that there is a significant difference in 
self-awareness between over achievers and under achievers is 
supported by the present study 
Table 4: Showing significance of difference between over and under achievers on 
self regulation 
Groups 
Over Achievers 
Under Achievers 
N 
115 
85 
Means 
34.72 
30.81 
SD 
4.73 
4.49 
SED 
0.31 
t. value 
5.87 
P 
<0.01** 
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The above table shows the results of an independent sample t-test which is 
conducted to compare mean scores of over achievers and imderachievers on self-
regulation of students. 
The mean of over achievers is greater than the mean score of underachievers. 
The computed t-value was found to be 5.87, significant at .01 level. This shows 
that there is a difference of self-regulation between over and under achievers. 
Therefore the hypothesis that there is significance difference in 
self-regulation between over achievers and under achievers is 
supported by results 
Table 5: Showing significance of difference between over and under achievers on 
motivation 
Groups 
Over Achievers 
Under Achievers 
N 
115 
85 
Means 
40.68 
35.98 
SD 
4.99 
5.67 
SED 
0.33 
t. value 
6.18 
P 
<0.01** 
The values given in the above table shows the results of an independent sam-
ple t test which is conducted to compare mean scores of over achievers and 
underachievers on motivation of students. 
The mean of over achievers is greater than the mean score of underachievers. 
The computed t- value was found to be 6.18, significant at 0.01 level. This illus-
trate that there is a difference of motivation between over and under achievers. 
Therefore the hypothesis that "there is significant difference in 
motivation between over achievers and under achievers" is sup-
ported by results 
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Table 6: Showing significance of difference between over and under achiever on 
empathy 
Groups 
Over Achievers 
Under Achievers 
N 
115 
85 
Means 
36.63 
34.48 
SD 
4.95 
5.82 
SED 
0.33 
t. value 
2.81 
P 
<0.01** 
The results of an independent sample t test which is conducted to compare 
mean scores of over achievers and underachievers on empathy of students are 
stated in Table 6. 
It can be see that the mean of over achievers is greater than the mean score of 
underachievers. Here, the computed t-value was found to be 2.81, significant at .01 
level. This indicates that there is difference in empathy between over and under 
achievers. 
Therefore the hypothesis that "there is significant difference in 
empathy between over achievers and under achievers" is sup-
ported by results 
Fable 7: Showing between over achievers and unc 
Groups 
Over Achievers 
Under Achievers 
N 
115 
85 
Means 
36.49 
33.83 
SD 
4.18 
4.67 
er achievers on Socia 
SED 
0.3 
t. value 
4.2 
Skill 
P 
<0.01** 
The result of an independent sample t-test which is conducted to compare 
mean scores of over achievers and underachievers on social-skill of students are 
reported Table 7. 
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After computing, the t-value was found to be 4.2, significant at 0.01 level. The 
mean of over achievers is greater than the mean score of underachievers. This 
shows that there is a difference of level of social-skill between over and under 
achievers. 
Therefore the hypothesis that "there is significant difference in 
social-skill between over achievers and under achievers" is sup-
ported by results 
Table 8: Showing significance of difference between over achiever and under 
achiever on emotional intelligence 
Groups 
Over Achievers 
Under Achievers 
N 
115 
85 
Means 
186.34 
169.55 
SD 
16.72 
17.81 
SED 
0.59 
t. value 
6.8 
P 
<0.01** 
An independent sample t-test is conducted to compare mean scores of over 
achievers and underachievers on emotional intelligence of students. The resultant 
values are shown in Table 8. 
The mean of over achievers is greater than the mean score of underachievers 
on emotional intelligence. The computed t-value was found to be 6.8, significant at 
0.01 level. This shows that there is a difference of emotional intelligence between 
over and under achievers. It means that over achievers are high on emotional 
intelligence as compared to under achievers. 
Therefore the hypothesis that "there is significant difference in 
emotional intelligence between over achievers and under achiev-
ers " is supported by results 
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Table 9: Showing significance of difference between over achiever and under 
achiever on need achievement 
Groups 
Over Achievers 
Under Achievers 
N 
115 
85 
Means 
152.17 
150.71 
SD 
20 
18.76 
SED 
0.63 
t. value 
0.52 
P 
>0.01 
Table 9 shows the results of an independent sample t test which is conducted 
to compare mean scores of over achievers and underachievers on need achievement 
of students. 
The mean of over achievers do not differ than mean score of underachievers 
on need achievement. The computed t-value was found to be 0.52, not significant 
at .01 and .05 level. This shows that there is no difference of level of need 
achievement between over and under achievers. 
Therefore the hypothesis that "there is significant difference in 
need achievement between over achievers and under achievers " 
is not supported by results 
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Showing significance of difference between boys and girls on different variable 
Table 10: Showing significance of difference between boys and girls on self-
awareness 
. Groups 
Boys 
Girls 
N 
85 
115 
Means 
35.58 
36.98 
SD 
5.30 
5.18 
SED 
0.33 
t. value 
1.87 
P 
>0.01 
The results of an independent sample t-test which is conducted to compare 
mean scores of boys and girls on self-awareness are reported in Table 10. 
The calculated t-value was found to be 1.87, not significant at 0.01 and 0.05 
level. The mean of boys do not differ than mean score of girls on self-awareness. 
This shows that there is a no difference of self-awareness between boys and girls 
Therefore the hypothesis that "there is significant difference in 
self-awareness between boys and girls" is not supported by re-
sults 
Table 11: Showing significance of difference between boys and girls on self 
regulation 
Groups 
Boys 
Girls 
N 
85 
115 
Means 
32.71 
33.32 
SD 
5.23 
4.84 
SED 
0.32 
t. value 
0.86 
P 
>0.01 
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In Table 11 the results of an independent sample t-test are reported which is 
conducted to compare mean scores of boys and girls on self-regulation. 
There is not much difference between mean score of girls and boys on self-
regulation. The computed t-value was found to be 0.86, not significant at .01 and 
.05 level. This shows that there is a no difference of self-regulation between boys 
and girls 
Therefore the hypothesis that "there is significant difference in 
self-regulation between boys and girls" is not supported by re-
sults 
Table 12 - Showing significance of difference between boys and girls on motiva-
tion 
Groups 
Boys 
Girls 
N 
85 
115 
Means 
36.88 
40 
SD 
5.72 
5.45 
SED 
0.34 
t. value 
3.90 
P 
<0.01** 
Tables 12 reported the results of an independent sample t-test which is con-
ducted to compare mean scores of boys and girls on motivation. 
The computed t-value was found to be 3.90, significant at 0.01 level. The 
mean of girls is greater than mean score of boys on motivation. This shows that 
there is a difference of motivation between boys and girls 
Therefore the hypothesis that "there is significant difference in 
motivation between boys and girls " is supported by results 
108 
Table 13: Showing significance of difference between boys and girls on empathy 
Groups 
Boys 
Girls 
N 
85 
115 
Means 
34.91 
36.32 
SD 
5.37 
5.42 
SED 
0.33 
t. value 
1.83 
P 
>0.01 
The above Table shows the results of an independent sample t-test which is 
conducted to compare mean scores of boys and girls on empathy. 
The mean of boys do not differ much than mean score of girls on empathy. 
The computed t-value was found to be 1.83, not significant at .01 and .05 level. 
This shows that there is a no difference of empathy between boys and girls 
Therefore the hypothesis that "there is significant difference in 
empathy between boys and girls " is not supported by results 
Table 14: Showing significance of difference between boys and girls on social 
skill 
Groups 
Boys 
Girls 
N 
85 
115 
Means 
34.94 
35.67 
SD 
5.04 
4.20 
SED 
0.3 
t. value 
1.11 
P 
>0.01 
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The results of an independent sample t test which is conducted to compare 
mean scores of boys and girls on social-skill are reported in Table 14. 
Difference between the mean of boys and mean of girls do not vary to a great 
extent on social-skill. The computed t-value was found to be 1.11, not significant at 
.01 and .05 level. This shows that there is a no difference of social-skill between 
boys and girls 
Therefore the hypothesis that "there is significant difference in 
social-skill between boys and girls " is not supported by results 
Table 15: Showing significance of difference between boys and girls on emotional 
intelligence 
Groups 
Boys 
Girls 
N 
85 
115 
Means 
175.01 
182.30 
SD 
20.53 
17.31 
SED 
0.62 
t. value 
2.71 
P 
<0.01** 
An independent sample t-test is conducted to compare mean scores of boys 
and girls on emotional intelligence, the resultant values are shovra in Table 15. 
The mean of girls is greater than mean score of boys on emotional intelligence. 
The computed t-value was found to be 2.71, significant at .01 level. This shows 
that there is a difference of emotional intelligence between boys and girls. Girls 
have more emotional intelligence than boys. 
Therefore the hypothesis that "there is significant difference in 
emotional intelligence between boys and girls" is supported by 
results 
Table 16: Showing significance of difference between boys and girls on need 
achievement 
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Groups 
Boys 
Girls 
N 
85 
115 
Means 
151.53 
151.56 
SD 
19.79 
19.28 
SED 
0.63 
t. value 
0.01 
P 
>0.01 
The results of an independent sample t test which is conducted to compare 
mean scores of boys and girls on need-achievement are stated in Table 16, 
The mean of boys do not differ than mean score of girls on need achievement. 
The computed t-value was found to be 0.01, not significant at .01 and .05 level. 
This shows that there is a no difference of need achievement between boys and 
girls 
Therefore the hypothesis that "there is significant difference in 
need achievement between boys and girls" is not supported by 
results. 
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Chapter - V 
DISCUSSION 
The present study as stated earlier was carried out mainly to find out whether 
emotional intelligence and need achievement contribute to over and under 
achievement and academic achievement of students with the assumption that 
students having high emotional intelligence and high need achievement are over 
achievers and good at academics, otherwise those having low emotional intelli-
gence and low need achievement are under achiever and poor in academic 
performance. 
The Statistical analysis of the data reveals that EQ is not a significant predictor 
of academic achievement in comparison to IQ. The data also shows there is signifi-
cant correlation between EQ and IQ. It is found the difference in over and imder 
achievers on emotional intelligence and its dimension, gender has also effect 
emotional intelligence. Need achievement does not contribute to over and under 
achievement according to the study. It has to be discussed according to hypothesis. 
Hypothesis 1 
"EQ is a significant predictor of academic achievement than IQ" 
From the present study it is found that this hypothesis is not supported, it has 
been found that EQ is not the significant predictor of academic achievement. The 
present study shows that EQ is not predicting achievement this finding is consistent 
with the finding of Karen et-al 2002, O, Conner et-al 2002, Scott et-al 2004 Bastian 
et-al 2005 which also indicates that there is not any relationship between EQ and 
academic achievement. Karen examined the relationship of emotional intelligence 
with academic achievements. He conducted the study on students age ranges 18 to 
32 years, found that there is not any relationship between emotional intelligence 
and academic achievements. Scott et-al 2004 was also used to measure how 
emotional intelligence can contribute to the success of adolescent his study also 
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consistent with the findings of the present study, which show that emotional 
intelligence do not play any role in academic success of adolescent. Bastian et al 
2005 also found the same. 
Different studies have been conducted to show that EQ is reliable predictor of 
academic achievement (Barbra 2002, Drago et-al 2004. Habiba et al 2008. Dow-
nay et al 2008. Marquez et al 2006) Downey et al prove that EQ is reliable 
predictor of achievement. He conducted study on secondary school students and 
sueit was used to assess emotional intelligence. It has been found that the develop-
ment of emotional intelligence improves performance of secondary school 
students. The findings of the study conducted by Habibah et-al 2008 show that 
mean EQ scores of low academic performance was found to be low. Barbara 2002 
also found the same. Drago et-al 2004 study also proved that EQ is related to 
academic performance. Most of the studies show that IQ is a reliable predictor of 
academic achievement. The present study also indicates that IQ contributes 31% in 
academic achievement, as most of the school subjects based on reasoning, problem 
solving, computerization and needs scientific mind, therefore we can say that there 
is a need to incorporate the emotional intelligence tendencies in the curriculum to 
have control over their lives and achieving success in a better way. 
Hypothesis 2 
"There is a positive relation between EQ and IQ." 
This hypothesis is supported by the result of the present study. The present 
study finding is consistent with the finding of Mac Cann et-al 2006, according to 
him there is a positive correlation of 0.66 between emotional intelligence and 
cognitive intelligence. He suggested new scoring and test construction methods for 
emotional intelligence suggested as alternatives for current practice, where most 
test are scored by group judgment and in rating based format. Both the ratings-
based format and the proportion-based scores resulting fi-om group judgments may 
act as method effects, obscuring relationships between EI tests, and between EI and 
intelligence. As we found from the concept of Thomdike 1930, Weshler 1944, 
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Gardner 1983 Sternberg 1990 that intelligence includes not only the intellectual 
capability but also non-intellectual elements are also there in the concept of intelli-
gence, which form the part of emotional intelligence theory. Because social 
intelligence interpersonal and interpersonal intelligence, effective dealing with the 
environment are present in concept of emotional intelligence. Therefore we can say 
that the roots of emotional intelligence go back to Thomdike (1930). According to 
Bar-On study 2003 the present study finding is not consisting with Bar-On Study, 
which states that EQ is different from cognitive intelligence and suggesting that 
Neural System supporting somatic state activation and personal judgment in 
decision making may over react with critical components of a neural circuitry 
subserving emotional intelligence and social intelligence independent of the 
neuroal system supporting cognitive intelligence. Test of cognitive ability are 
measures of performance they assist the ability to solve problems in various 
cognitive domains. Emotional intelligence test knowledge of emotion but necessar-
ily the ability to perform task, that are related to the knowledge that is accessed. 
Nathan Brody et-al also find a distinction between EQ and IQ and found that 
they are distinct capabilities IQ seems to be genetically endowed EQ can be 
enhanced with proper training and learning environment. As far as relationship 
between IQ and EQ concerned IQ contributes to 20% and rest goes to emotional 
intelligence (Goleman 1995). This also proved that both emotional intelligence and 
IQ contribute side by side to success in academics and personal life. EQ is not the 
opposite of IQ. Some people are blessed with a lot of both, some with little of 
either. What researchers have been trying to understand is how they complement 
each other, how ones ability to handle stress, for instance affects the ability to 
concentrate and put intelligence in use among the ingredients for success, re-
searcher now generally agree that IQ counts for about 20%, the rest depends on 
everything from class to luck to the neural pathways that have developed in the 
brain over millions of years of human evolution. 
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Hypothesis 3 
"There is a significant difference in self-awareness between over and Under 
Achievers." 
This hypothesis is supported by the findings of the present study. It can be 
seen that those who achieve above their intellectual capability (means perform 
more than their IQ) are over achievers and those who perform lower than their 
intellectual capabilities (means perform low than their IQ) are underachievers. So 
over achievers are high scores on self awareness as compared to underachievers. It 
shows that there is high level of self awareness which contribute to over achieve-
ment. One who imderstands about their potentialities and weakness learn 
accordingly. For e.g. if one have science skill and lacking in English poetry then 
they took science subjects as a career in future life and successfiil in his or her life, 
the finding of the present study is consistent with the findings of the (Mestre et-al 
2007) who studied that academic achievement is correlated with understanding 
oneself, emotions and manage accordingly. It shows that emotional abilities are 
associated with indicators of social and academic adaptation to school. 
If there is a cornerstone to emotional intelligence on which most other emo-
tional skills depend, it is a sense of self-awareness, of being smart about what we 
feel. A person whose day starts badly at home may be grouchy all day at work 
without quite knowing why. Once an emotional response comes into awareness or, 
physiologically, is processed through the neocortex—the chances of handling it 
appropriately improve. Scientists refer to "metamood," the ability to pull back and 
recognize that "what I'm feeling is anger," or sorrow, or shame. Same as the case 
with the students in the academic situation, those who are aware about their emo-
tions deal effectively with the environment of the school and release stress during 
examination which leads to improve in performance. 
In Coleman's analysis, self-awareness is perhaps the most crucial ability be-
cause it allows us to exercise some self-control. The idea is not to repress feeling 
(the reaction that has made psychoanalysts rich) but rather to do what Aristotle 
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considered the hard work of the will. "Anyone can become angry—that is easy," he 
wrote in the Nicomachean Ethics. "But to be angry with the right person, to the 
right degree, at the right time, for the right purpose, and in the right way—this is not 
easy." When Damasio worked with patients in whom the connection between 
emotional brain and neocortex had been severed because of damage to the brain, he 
discovered how central that hidden pathway is to how we live our lives. People 
who had lost that linkage were just as smart and quick to reason, but their lives 
often fell apart nonetheless. They could not make decisions because they didn't 
know how they felt about their choices. They couldn't react to warnings or anger in 
other people. If they made a mistake, like a bad investment, they felt no regret or 
shame and so were bound to repeat it. 
Hypothesis 4 
"There is a significant difference in self-regulation between over and Under 
Achievers" 
It shows that mean of overachievers is greater than the imderachievers. This 
indicates that over achievers were high levels of self-regulation as compared to 
underachievers. As Downey et-al 2008 shows that emotional management is 
significantly related to academic achievement. They study of Vinod Kumar Sanwal 
2003 also show that better regulators of emotions are good at academics. Self 
regulation is about striking a balance. That is clear understanding of what it is to 
regulate your behavior knowledge of how well you do it. So if one has the clear 
understanding about their behavior and its regulation. It helps him to do it at school 
accordingly. For e.g. if parents pressurize him to do better at exams, they try to do 
better appropriately and able to manage stress according to the situation. The 
results of the present study is consistent with the findings of the Boufifard, T et-al 
(1995) Results showed that both for males and females there exists systematic 
relations between learning goal, self-regulation and academic achievement. Rela-
tions were also found for performance goal, but for boys only. Results also show 
that, among the four profiles of goal orientation, more self-regulatory strategies 
were reported and higher academic perfomiance was achieved by students having 
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high concern with both learning and performance goals than by the others. More 
girls were classified in this profile, but in each profile girls were found to report 
more self-regulatory strategies and to achieve higher academic performance than 
did boys. We can also say that one having this skill of self-regulation perform 
better inspite of having low IQ and those lacking in this perform poorer because 
they do not regulate their emotional setbacks which hinders in their academic 
achievement. Therefore it is the responsibility of parents and teachers to understand 
the child, parents fi-om the initial stage to teach this skill among their children. 
Hypothesis 5 
"There is a significant difference in motivation between over and Under 
Achievers" 
This hypothesis is supported by the results. This shows that motivation is high 
in over achievers as compared to underachievers. This show that their good aca-
demic achievement inspite of having low IQ is because of their high motivation 
(overachievers), and for under achievers inspite of having high IQ they perform 
poorly because of their lack of motivation. The finding of the present study is 
consistent with the findings of Vinod Kumar Sanwal 2003. This study shows that 
motivation is positively correlated with academic achievement. It means that higher 
the motivation higher the academic achievement. Motivation should never be 
thought of as operating in isolation. Evidently, we need to sufficiently self aware in 
order to appreciate what it is that derive us to achiever underachieve from time to 
time and in different situations. 
Similarly, we have to be able to perform to the best of our ability, especially 
when under pressure. According to Maslow hierarchy theory of needs (1940) in 
which self actualization is the last and considered as growth need, it is understand 
from this that those having the need to self actualize they perform better. Motiva-
tion is the deriving force which pulls the individual forward, so those who are 
motivated to achieve something like position, grade etc work hard in order to reach 
to the maximum. It is concluded that over achievers inspite of having low i9 
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perform good. There is a need to develop motivation among students by applying 
various techniques. The main target is underachievement, so why they achieve low 
inspite of having high IQ. This is most successfully done by Dweck (1999) who 
gave two theories of intelligence. Self theory and incremental theory. Self theory 
illustrates that there is affixed intelligence and is genetically endowed while 
incremental theory show that intelligence is increased through efforts. Students 
who hold an entity theory of intelligence are less likely to attempt challenging tasks 
and are at risk for academic underachievement 
According to Dweck, people's self-theories about intelligence have a profound 
influence on the fixed level of intelligence. Mindset has given them new insight 
into their children and students. "One very brilliant children stop working because 
they're praised so often that it's what they want to live as brilliant not as someone 
who ever makes mistakes," Dweck said. "It really stunts their motivation. Parents 
and teachers say they now understand how to prevent that how to work with low-
achieving students to motivate them and high-achieving students to maximize their 
efforts." The point is to praise children's efforts, not their intelligence, she said. 
Individuals may not necessarily be aware of their own mindset, but their mind-
set can still be discerned based on their behavior. It is especially evident in their 
reaction to failure. Fixed-mindset individuals dread failure because it is a negative 
statement on their basic abilities, while growth mindset individuals don't mind 
failure as much because they realize their performance can be improved. These two 
mindsets play an important role in all aspects of a person's life. Dweck argues that 
the growth mindset will allow a person to live a less stressful and more successfiil 
influence on their motivation to leam.. it is concluded that growth minsets may be 
the characteristics of overachievers. 
Hypothesis 6 
"There is a significant difference in empathy between over and Under Achiev-
ers. 
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This hypothesis is supported by the present study. It indicates that overachiev-
ers are high on empathy than underachievers. Empathy is the capacity to enter into 
someone else mind and personaUty, and by so doing imaginatively experience that 
persons subjective feelings or inner emotions. It includes the ability to apply those 
skills and attributes at groups and organizational levels as well as person to person. 
It has been found a difference in empathy of over and underachievers. The present 
study findings is consistent with the findings of Karen et al (2002) who investigate 
that empathy and academic achievement are related to each other it shows that 
those having high scores on empathy are good at academics. The present study 
findings is also consistent with the study of Burgess, Jill (2005) who studied that 
empathy remains an elusive concept, there is however, a wealth of literature 
focusing on the importance of empathic skills in children for establishing and 
maintaining positive relationships and social and emotional development. Numer-
ous successful programs have been developed to teach children empathy and 
compassion for other living things. The more recent and often controversial views 
regarding the place of "values education" in schools brings renewed focus on the 
crucial and highly desirable goal for children to empathise with others. Central to 
values education is the teaching of empathy skills and many educators now view 
empathy as an essential component for successful learning. Recent studies reveal 
improved academic performance in children who have strong empathy skills. The 
present study finding is not consistent with the findings of Rouhani et-al (2008) 
who found that there is not any relation in empathy and academic achievement. 
Perhaps the most visible emotional skills, the ones we recognize most readily, 
are the "people skills" like empathy, graciousness, the ability to read a social 
situation. Researchers believe that about 90% of emotional communication is 
nonverbal. Harvard psychologist Robert Rosenthal developed the PONS test 
(Profile of Nonverbal Sensitivity) to measure children's ability to read emotional 
cues. Children who score well are more popular and successful in school, even 
when their IQs are quite average. 
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Educators can point to all sorts of data to support this new direction. Students 
who are depressed or angry literally cannot learn. Children who have trouble being 
accepted by their classmates are 2 to 8 times as likely to drop out. Some psycholo-
gists go further and challenge the very idea that emotional skills can or should be 
taught in any kind of formal. Classroom way 
Hypothesis 7 
"There is a significant difference in social-skills between over and Under 
Achievers." 
This hypothesis is supported by the present study findings, which shows that 
social skill is high in overachievers as compared to underachievers. This findings is 
consistent with the findings of Pau et al (2003) who studied that academic 
achievement is related to social skill. It has been found that over achievers are 
better at social skill, it happens because they have the potential to interact with the 
external environment, better at dealing with others, they are good at working with 
others, therefore this motivates them to do better in academics while the main 
concern is why the students underachieve inspite of having high or average IQ it 
can be seen that that they are shy, introvert, socially isolated which leads to aca-
demic underachievement. According to Bellini (2006), effective programs follow a 
series of steps. Begiiming with an assessment of a student's social functioning, 
educators distinguish between those deficits that can be successfiiUy addressed and 
those that are unlikely to respond to intervention. For example, the inability to ask 
a question may be due to either inadequate socialization or an aspect of a specific 
condition or disability. Such behavior may also be due to a performance problem, 
in which a student knows what to do, but uses an "inappropriate" response because 
it meets his/her needs. Successfiil treatment begins with a thorough, individualized 
assessment, which then forms the basis for a specific intervention strategy. Educa-
tors then monitor student progress to modify or refine the intervention, if needed. 
Many social skills curricula provide lesson plans and guidance for both indi-
vidual and group activities. Most involve modeling successful social skills through 
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activities, games, and role-play, with teachers and peers providing the necessary 
feedback that allows the student to rehearse interactions Luiselli, McCarty, Conig-
lio, Zorrila-Ramirez, & Putnam, (2005). In this way, students practice and 
internalize skills within the classroom, which can often lead to transfer of certain 
skills to other settings, especially when direct support is provided to promote the 
transfer of skills. 
Hypothesis 8 
"There is a significant difference in emotional intelligence between over and 
Under Achievers. 
This hypothesis is supported by the present study. The results show that there 
is a difference in emotional intelligence of over and underachievers it means that 
overachievers are high on emotional intelligence as compared to imderachievers. 
This indicates that emotional intelligence is the characteristics which leads to over 
and underachievers. The findings of the present study is consistent with the find-
ings of Barbara (2002), Drago et al (2004), Habibah et al (2008), Downey et-al 
(2008) Marquez et al (2006) and Daniel Goleman (1999) these studies show that 
emotional intelligence and academic achievement are positively related to each 
other. Goleman study show that primary school children having above average IQ 
did poorly in school, this is because of their lack of control over emotional life. 
Underachievement is the main focus, so their under achievement is because of their 
low EQ this proved that EQ is the force which helps the students to become good at 
academics. As we know that IQ is inherent while EQ can be nurtured and learned 
skill. So it is the responsibility of parents to develop emotional skills among their 
children at the very early stage. Secondly school should develop emotional literacy 
program at every stage of student's life so that they become achieve success and 
become successful in career also. 
It is extremely important to understand that performance of an individual is 
significantly influenced by emotional state of a person. It seems fair to say that an 
individual's inner world of thoughts, feelings and emotions affect his/her behavior. 
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When emotions arc activated they tend to have a pervasive influence on conscious-
ness; they influence information processing (perception, judgment, interpretation, 
decision making) and uhimately behavior (Kavanaugh, Zimnierberg, and Fein. 
1996). Therefore, it is very important to have emotional harmony and contentment 
within one-self Such a person is considered emotionally intelligent and more 
successful than an adolescent who is filled wdth inner conflicts, therefore, is less 
likely to utilize his mental energy constructively for the attainment of desired goals. 
These adolescents primarily direct their energy inwards, for the management of 
emotions, rather than outwards to resolve every day life problems as it actually 
requires critical analytical thinking and problem solving ability. For instance, as it 
is known that a depressed adolescent who has unhealthy emotions prefers to live in 
past where as an emotionally healthy person enjoys to lives in future. His emo-
tional harmony and contentment enables him to use emotional intelligence with 
conflict free mind. Such adolescents are in a better position to make their Jives 
successful than depressed ones by directing their mental energy outwards to reach 
their goal. 
Goleman shows that the seeds of what he calls emotional intelligence are sown 
early in life, and affect not only how the person gets along with others, but also how 
they succeed in academic pursuits. In contrast to cognitive intelligence which is "God 
given" Emotional intelligence can he strengthened later in life with proper tutoring 
and commitment. Emotions, then it behoove us to imderstand how we can use them 
to enhance learning in our students. It s also important to help students know how 
their emotional intelligence works to help or hinder heir success as a school stu-
dent. Fortunately, in the past fifteen years, significant new insights as to how he 
brain produces emotions have been discovered and the way in which they affect 
performance in all aspects of life has begim to emerge. Perhaps the most important 
element of EQ for effective academic performance is delaying gratification. 
Hypothesis 9 
"There is a significant difference in need achievement between over and Under 
Achievers 
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This is not supported by the present study. It shows that there is not any sig-
nificant difference of over and under achievers on n-achievement. The findings of 
the present study is consistent with the findings of Ghuman (1976) who examined 
aptitude, personality traits and achievement motivation of academic over and 
underachievers in a sample of 1948 higher secondary school students studying in 
various schools of Raipur, Madhya Pradesh. The purpose of the study was to find 
out the differences in the aptitude, personality traits and need achievement of 
overachieving and underachieving students with regard to sex, academic stream 
and residential background. No significant differences were foimd between over-
achievers and xmderachievers on aptitude, personality traits and achievement 
motivation. This shows that there is not any significant difference in need achieve-
ment of over and underachievers. This happens because of the psychosocial factors 
that inhibits the achievement derive, parents and teachers are not playing sufficient 
role which makes the child de-motivated. As parents also sometimes label the child 
as intelligent which stimt their motivation to leam and inhibits intrinsic motivation 
[dweck2003] there are other factors also which makes the child over and under 
achievers, so it is the duty of parents and teachers to develop achievement moti-
vated tendencies and not praise the child much. 
Various studies have been conducted which indicates that there is a significant 
correlation between need-achievement and academic performance 
[mcclellandl972. Christian 1975, Parikh 1976 Rajeeve 1982, FultzI993 Miriam 
vock et al 2006., G,C Ilogu (2007) according to McClelland training enhances the 
achievement motivation in an indirect fashion christian also show that achievement 
motivation was positively related with academic achievement, 
Miriam Vock et al [2006] studied the role of need for cognition, achievement 
motivation, and conscientiousness on academic underachievement was investi-
gated. Forty-seven male and 46 female students in Grades 7 to 10 participated in 
the study. All relationships between underachievement scores and need for cogni-
tion, achievement motivation scales, and conscientiousness showed linearity. 
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Hypothesis 10 
"There is a significant difference in self-awareness between Boys and Girls" 
This hypothesis is not supported by the present study which show that boys 
and girls do not differ on self awareness, it means that the level of self awareness is 
similar in boys and girls. The present study is consistent with findings of [Ellen 
Van Velsor, Sylvester Taylor, Jean B. Leslie 2006). Focuses on how membership 
in a self/rater agreement group (underraters, accurate raters, overraters) is related to 
self-ratings and others' ratings of self-awareness and leadership effectiveness. It 
also examines gender differences in the likelihood of selfrater agreement and in 
perceived self-awareness. Finally, the article examines agreement group and gender 
differences in terms of two components of self-awareness: knowledge of self and 
willingness to improve. Contrary to common belief, our research shows that 
women are not more likely to underrate their own skills on measures of leadership 
competency, and that gender differences do exist, both in rated self-awareness and 
in one of its subcomponents, knowledge of self. In addition, this research found 
underraters were rated highest in self-awareness by direct reports and highest in 
terms of overall leadership effectiveness, Managers who tend to overrate them-
selves compared to other's ratings were perceived as lowest of the three groups in 
both self-awareness and effectiveness. 
Hypothesis 11 
"There is a significant difference in self-regulation between Boys and Girls". 
This is not supported by the present study. It shows that there is no difference 
of self regulation in boys and girls. As we finds from the study of Mac Cann et al 
2006 that girls are more on self regulation as compared to boys. This study exam-
ined whether school student's motivational beliefs, use of cognitive and self-
regulatory strategies, willingness to delay gratification, and academic achievement 
vary as a function of their gender and ethnicity. Participants were 364 college 
students. In this study, self-regulation is influenced by the student's gender and 
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ethnicity. Male Caucasian reported a higher tendency to delay gratification and 
self-efficacy beliefs than female minority students. Academic delay of gratification 
is associated with motivation, use of cognition, and self-regulation. Overall, 
minority students tended to report lower delay of gratification and obtained lower. 
This article show that there is a difference of self regulation of boys and girls, girls 
are high on self regulation as compared to boys. This is not consistent with the 
present study finding. As learning starts early at the childhood stage, so the mecha-
nism of regulation of emotions are similar in boys and girls, the parents treats in the 
same way of both the gender. 
Hypothesis 12 
"There is a significant difference in motivation between Boys and Girls". 
This hypothesis is supported by the present study which shows that boys and 
girl differ on academic motivation; girls are more on academic motivation as 
compared to boys. This shows that girls are more oriented towards their perform-
ance as compared to boys. Previously, it has be seen that only boys go to school, 
and girls are considered as home working but as far as awareness about their 
potentialities among girls they find in every field, this may be the reason that their 
level of motivation derives her to reach their lull potential. Girls tend to outperform 
boys in a nximber of subjects, particularly reading and writing. On the other hand, 
boys still outperform girls in math and science, though the gap is narrowing. Why 
do these differences exist and what can be done to change this inequality? Despite 
the fact that gender achievement is narrowing in primary and most of secondary 
school, by college there is still a significant gap between men and women who go 
into he fields of math, physics, and engineering. It is not a matter of ability differ-
ences. So why are these fields still male dominated? This web project will discuss 
issues in gender achievement and motivation. 
The relationship between academic achievement motivation and English lan-
guage proficiency was studied in a group of 160 Nigerian secondary students. 
Results showed that there were no significant gender differences between male and 
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female students with regards to either academic motivation or language profi-
ciency. However, mastery of English was found to be positively linked to student 
motivation levels. This was true for both male and female students. 
This study explored Ridley and Novak's (1983) hypothesis that gender differ-
ences in science achievement are due to differences in rote and meaningfiJ learning 
modes. To test this hypothesis, he examined gender differences in fifth- and sixth-
grade student's (N = 213) self-reports of confidence, motivation goals (task mas-
tery, ego, and work avoidance), and learning strategies (active and superficial) in 
whole-class and small-group science lessons. Overall, the results revealed few 
gender differences. Compared with girls, boys reported greater confidence in their 
science abilities. Average-achieving girls reported greater use of meaningful 
learning strategies than did their male counterparts, whereas low-ability boys 
reported a stronger mastery orientation than did low-ability girls. The results 
further showed that students report greater confidence and mastery motivation in 
small-group than whole-class lessons. In contrast, students reported greater work 
avoidance in whole-class than small-group lessons. In general, the findings provide 
little support for Ridley and Novak's hypothesis that girls tend to engage in rote-
level learning in science classes. Differences in self-reports of motivation and 
strategy-use patterns were more strongly related to the student's ability level and to 
the structure of learning activities than to gender. 
The possibility of gender-related differences in student motivation throughout 
their schooling was investigated. Subjects were 538 elementary-school students, 
1,519 high-school students, and 2,434 junior-college students from the Montreal 
(Quebec, Canada) area. The Adolescents Academic Motivation Scale was adminis-
tered to assess students' motivational styles toward two main academic activities, 
"going to school" and "doing homework." Findings indicated that motivation does 
not occur under the same conditions for males and females. Results support the 
existence of gender-related differences across all levels of schooling. From grade 
six to junior college, girls are significantly more self-determined and less externally 
regulated and motivated toward academic activities than boys who, in contrast, are 
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significantly less self-detennined. This gap in academic motivation is even more 
significant considering that more boys drop out of school than girls (in the Mont-
real areas, 42% compared to 28%, at the high school level). Because gender-related 
differences in motivational styles could have a great impact on teaching, learning 
and the evolution of society, it seems imperative that future research focus on their 
antecedents. 
Hypothesis 13 
"There is a significant difference in empathy between Boys and Girls" 
This hypothesis is not supported by the present study this shows that gender do 
not effect on empathy. The results from dozens and dozens of studies show that 
girls are better at empathy as compared to boys that is having the same feelings as 
another person would have, when one person feels distress or delight girls tend to 
experience this spontaneous matching of feeling with others as boys do [Goleman 
1998] but this is not show with the present study findings. 
Eisenberg, Nancy; Lennon, Randy (1983) examined the male and female 
differences in empathy and related capacities. In general, sex differences in empa-
thy were foimd to be a function of the methods used to assess empathy. The 
literature is discussed according to method used to assess empathy and affective 
role taking. Where appropriate, meta-analyses were also computed. There was a 
large sex difference favoring women when the measure of empathy was self-report 
scales; moderate differences (favoring females) were found for reflexive crying and 
self-report measures in laboratory situations; and no sex differences were evident 
when the measure of empathy was either physiological or unobtrusive observations 
of nonverbal reactions to another's emotional state. Moreover, few sex differences 
were found for children's affective role taking and decoding abilities. This finding 
is not consistent with the findings of the present study. So it happens that there is 
no treatment of difference in boys and girls at home which leads to similar scores 
indeed a major review of data on male female sex differences argues that men have 
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as much latent ability for empathy, but less motivation to be empathic than do 
women. 
Hypothesis 14 
"There is a significant difference in social-skills between Boys and Girls. 
This hypothesis is not supported by the present study which shows that boys 
and girls do not differ on social skill. Social skill includes developing and 
sustaining interpersonal relationship, communicating with other, working within 
groups. This shows that social skill is not a characteristic of gender, both the 
gender have the same skill to develop relations, working with otherts etc. It is good 
that parents socialize the child of both the gender in the same way educators 
planned various strategies to boys and girls to work together which leads to better 
at handling relationships. Going for workshops, tour and for other educcational 
purposes which helps them to be better at learning to work with each other. 
Hypothesis 15 
"There is a significant difference in emotional intelligence between Boys and 
Girls". 
This is supported by the findings of the present study which shows that girls 
are high on emotional intelligence as compared to boys. This findings is consistent 
with the findings of Pau et al 2003 Chauhan V,L Bhatnagar 2003, Brakkett et al 
2004, Katyal et al 2005 Vinod Kumar Shanwal 2003) which show that boys and 
girls differ on emotional intelligence. Girl's emotional intelligence is higher than 
boys gender differences in Measured and Self-Estimated Trait Emotional hitelli-
gence 
Two hundred and sixty predominantly white participants completed a measure 
of trait emotional intelligence (EI) and estimated their scores on 15 EI facets on a 
normal distribution with 100 points as the mean and 15 points as a standard devia-
tion. Females scored higher than males on the "social skills" factor of measured 
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trait El. However, when the 15 facets of self-estimated El were combined into a 
single reliable scale and the participant's measured trait EI scores were held con-
stant, it was demonstrated that males believed they had higher EI than females. 
Most of the correlations between measured and self-estimated scores were signifi-
cant and positive, thereby indicating that people have some insight into their EI. 
Correlations between measured and self-estimated scores were generally higher for 
males than females, and a regression analysis indicated that gender was a signifi-
cant predictor of self-estimated EI. Though IQ is equal for the sexes on average, 
women consistently score higher than men in emotional intelligence. This article 
reviews worldwide research on gender and emotional intelligence. The research 
shows that women do indeed score higher than men in three of the four emotional 
intelligence skills including self-management, social awareness, and relationship 
management. Women also scored higher than men in overall emotional intelli-
gence. Katyal et al (2005) examined gender differences in emotional intelligence in 
a sample of 150 tenth grade students studying in different government schools in 
Chandigarh. The students were randomly selected for the study. The data was 
collected through standardized "Emotional Intelligence Test". The findings re-
vealed that majority of boys, girls and the total sample had good followed by low 
emotional intelligence. Girls were found to have higher emotional intelligence than 
boys. 
Hypothesis 16 
"There is a significant difference in need achievement between Boys and Girls" 
There is a significant difference in need achievement of boys and girls. This is 
not supported by the present study which shows that boys and girl do not differ on 
need achievement. Parents and teachers train children to be independent and 
achievers (Winterbottom, 1958) and to fear failure (Teevan & McGhee, 1972). 
Being rewarded for striving increases our achievement motive; being pimished for 
unsatisfactory behavior and having our successes disregarded leads to a fear of 
failure. To the extent we are self-reinforcing, we could presumably increase our 
achievement motivation by emphasizing our successes and simply using our 
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failures as cues for us to try harder. Matina Homer [1970] has proposed one of the 
more ingenious explanations for the failure of most women to achieve high level 
goals. The motive to avoid success is stable personality disposition acquired early 
in life in conjunction with sex role standards and acts as an inhibiting factor in 
achievement motivation. Homer postulates that many women experience anxiety in 
competitive situation and leam to fear success because of its incongmence with the 
traditional female role. 
The role of gender in shaping achievement motivation has a long history in 
psychological and educational research. In this review, gender differences in 
motivation are examined using four contemporary theories of achievement motiva-
tion, including attribution, expectancy-value, self-efficacy, and achievement goal 
perspectives. Across all theories, findings indicate girls' and boys' motivation-
related beliefs and behaviors continue to follow gender role stereotypes. Boys 
report stronger ability and interest beliefs in mathematics and science, whereas 
girls have more confidence and interest in language arts and writing. Gender effects 
are moderated by ability, ethnicity, socioeconomic status, and classroom context. 
Additionally, developmental research indicates that gender differences in motiva-
tion are evident early in school, and increase for reading and language arts over the 
course of school. The role of the home and school environment in the development 
of these gender patterns is examined. Important implications for school profession-
als are highlighted. The relations between reward history and present student 
motivational orientation, external rewards for student's grades were common at all 
levels of schooling. Reward history related to student's motivational orientation 
and performance in school, and these relations were generally stronger for boys 
than for girls. 
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Conclusion 
1. Over achievers were high emotional intelligent as compared to imder 
achievers 
2. Self-awareness was high in Over achievers in comparisons to under 
achievers 
3. EQ was not found to be a significant predictor of academic 
achievement. 
4. Positive relation was found between EQ and IQ. 
5. Self-Regulation was high in Over achievers in comparisons to under 
achievers 
6. Girls was found to be more emotional intelligent in comparisons to 
boys. 
7. Motivation was high in Over achievers in comparisons to under 
achievers. 
8. It was also found that girls have higher level of motivation as com-
pared to boys. 
9. Social-skill was high in over achievers in comparisons to under 
achievers. 
10. Empathy was high in over achievers in comparisons to under 
achievers. 
11. It was also found that girls and boys do not on the level self-
awareness, self-regulation, empathy, social-skill and need achieve-
ment 
12. Over and under achievers do not differ on need achievement. 
Suggestions for future research 
The current research is only the beginning of a larger program to study the role 
of emotional intelligence in educational institutions. The findings of the study have 
provided valuable insights about variables that effect academic performance of the 
students. However, additional research is needed to fill in the gaps of the study and 
to broaden the understanding of the factors, which contribute in the development 
and management of emotional intelligence and academic performance. The present 
research is limited by its reliance on self-report questionnaire, which is vulnerable 
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to possible distortions and response biases. It would be of interest to collect the 
data from variety of sources like parents and teachers by administering standard-
ized tests. If different parenting styles are studied more precisely, usefiil 
information can be acquired, which can help in understanding their contribution in 
the development of emotional intelligence. Similarly, studying different teaching 
styles can be of help in gaining information about their impact on emotional 
intelligence and performance of the students. Further more; using a standardized 
achievement and intelligence test can yield valuable information about their 
correlations with emotional intelligence and need achievement. It would also be 
possible to study the need achievement in college students and primary level 
students. 
Implications of the Study 
The present research highlights the need to incorporate among student's emo-
tional skills. This research will help us to develop our children into emotionally 
balanced and stable individuals. If we are able to lessen the emotional turmoil of 
our young adults, we will perhaps be able to groom happier and stable individuals 
who would be able to concentrate more on positive aspects of life rather being 
continuously entangled in emotional distress. The phenomena of underachievement 
also become improved if emotional intelligence skills become developed. Need 
achievement also shown to be related to over and imder achievement, so parents 
and teachers help the child in this regard, then the underachievement becomes 
improved. 
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DIRECTIONS 
1) We are interested in measuring your attitude towards achievement in 
academic and other type of activities, so we are giving you this scale. 
2) A separate response sheet is provided to you for making your re-
sponse. 
3) Don not put any mark on the booklet 
4) This scale consist of a number of items which are in the form of 
statement 
5) For every statement, the possible response are divided into five cate-
gories which are Always, Frequently, Sometimes , Rarely, and Never, 
Read each statement of an item very carefully and put a cross under 
the category which in your opinion, best express your feeling about 
the statement. If you feel, the statement in true for your are always, 
put a cross (x) under the colunm marked Always if frequently, put a 
cross under Frequently, if sometimes put a cross under Sometimes and 
if rarely, put a cross under Rarely and if never, put a cross under 
Never, in this way, you have to give your response to all statement. 
For your help, a sample item is given below. 
Sample item 
If I do not understand a subject or a topic, I make every effort to study hard so 
that I develop a good understanding of that subject/topic rather than leave it as a 
difficulty subject/topic. 
If your response after reading this item is say "Frequently" then put a cross 
under the category "Frequently" as shown below. 
Always 
D 
Frequently 
1^  
Sometimes 
a 
Rarely 
D 
Never 
D 
6) Please note that once cross should be put under one category for one 
statement. Do not put the cross in more than one category and do not 
out more than one cross under one category. Also do not put the cross 
in between the two categories. The cross should be clearly indicated 
one category. 
7) Do not leave any item blank, a response must be made to each state-
ment 
8) This is not ability test and there are no right or wrong response this is 
only trying to measure your feelings. 
9) Do not spend too much time one statement; there is no time limit for 
completing this work, but try to work quickly and carefully and try to 
give the first and the best response that comes to your mind on reading 
each statement. 
10) The results will be kept confidential and will be used only to your 
advantages and for research purpose only that will never be used for 
any disadvantaged to you. So please do not worry and try to be honest 
and frank in giving your response. 
11) The results, if you so desire, can be used for giving you useful guid-
ance, and we hope the results of this study should prove valuable in 
improving your achievement, academic or otherwise. 
12) Be sure to answer every item 
13) If you have any doubt or queries, please seek clarification before you 
start responding to item no.l. Once you start giving response, there 
should be no question or queries. 
14) Please do not change your response once your mark it. 
s 
.No. 
1. 
2 
3 
4 
5 
6 
7 
8 
9 
10 
11 
12 
13 
14 
15 
16 
17 
Items 
I shall be most pleases if I have to 
miss the class for some day 
I pay full attention to the work in the 
class. 
I mind much if I reach late in the 
class. 
I love to read more and more to find 
unknown regions of knowledge. 
I love to have a personal library, not 
counting textbooks. 
I set standards for myself and then 
strive to achieve them. 
I wish to specialize and become top 
most in field of my liking. 
I like to experiment and create new 
things and surprise people. 
I work hard for hours together to be 
successful in whatever I undertake 
I have a tendency to find solution of 
problem and puzzles other people fail 
at. 
I aspire to get excellent results in all 
academic competition. 
I am ready to leave the job half done 
and try a new one 
I get nervous in the examination if 
one or two questions are not from the 
syllabus. 
I prefer to go party rather than 
prepare for an examination next 
week 
On getting low marks, I feel disap-
pointed and determine to work hard 
to do better next time 
I think I find my lessons meaningful 
and interesting 
While studying, my mind wanders 
off the lesson and in get lost in 
imagination 
Always Fre-quently 
Some-
times 
' 
Rarely Never 
18 
19 
20 
21 
22 
23 
24 
25 
26 
27 
28 
29 
30 
31 
32 
33 
34 
I think it is better to gossip away in 
the canteen than to attend the classes 
When the teacher is teaching, I like 
to read stories/novels / comics or 
make cartoons ion the class 
The class / college haunt me and I 
want to leave it at the very first 
opportunity 
It irritates me a lot if I have to stay 
late in the college/school for some 
lectures 
I want to go to college university 
because there is plenty of opportunity 
to enjoy life 
I think studies, sports and other 
activities can go tighter 
I agree that the present course of my 
study will help making my future life 
a success 
I feel very much frustrated if I do 
nit get a chance to complete in the 
field of my choice 
I regularly take down notes in the 
class and complete my assignments 
I plan to study carefully all the year 
round in an effort to get good marks 
in all the subjects in all the test 
I believe in work first and play later 
I do a lot of preparation at home for 
the next day's work in the class 
I like to ask question regarding every 
information given in tables and chart 
in the books rather than leaves them 
as such and read further 
I think my teacher are competent in 
their work 
I like to create nuisance in class and 
annoy the teacher 
I try utmost to please my teacher 
through work and not through 
flattery. 
My friend consider me dull and 
shirker 
35 
36 
37 
38 
39 
40 
41 
42 
43 
44 
45 
46 
47 
48 
49 
50 
It is true that my teacher think of me 
as a sincere and hard working 
students 
I feel hurt if other (parents, teacher, 
and friends) criticize me and try to 
improve my weaknesses 
My parent advices me to take life 
easy and never bother to much for 
studies and for future life 
I wish to carry my mission forwards 
in spite of phasing a lot o f criticism 
I think to life to be an intellectual 
challenge 
I am interested in organizing the 
activities of a group team /class/ 
committee. 
I try to get associated with top most 
person in the field of my choice 
I love to have some adventure in 
leisure our 
I would like to watch a surgical 
operation being performed 
I like to compete in dramatics 
I think of dancing and music to be 
good hobbies for students 
I have a string desire to be a cham-
pion in games/ sport/athletes 
I have tried to get in the sport team of 
my school/college to represent my 
team in other states or countries 
I believe sport developed initiative 
leadership and discipline 
Hill climbing and mountaineering are 
a welcome challenge I would like to 
take. 
I on a holiday, I prefer going for 
cycling swimming or boating to 
sitting at home without much work. 
EMOTIONAL INTELLIGENCE TEST 
Name: 
Class: Section: 
School: 
INSTRUCTIONS 
a). This sheet contains 50 items, which are in the statement form. 
b). You are requested to give your response to each statement. 
c). The response can be in five categories i.e. always, often, sometime, 
rarely, never. 
d). Read each statement carefully and put a 'X' mark under 'always' if it 
is 'sometime*, then put a 'X' under 'sometimes'. In this way, you 
have to give answer your response to all the statements. 
Following example is being given for your help. 
'Try to keep away from stressful situation". 
Always Frequently Sometimes Rarely Never 
D D D D EI 
e). Only one cross "X" should be put on a statement, do not put the error 
in more than one box. 
f). Don't leave any item unanswered 
g). There are no right or wrong responses. 
h). Do not spend too much time on a statement. 
i). The result will be kept confidential so do not worry and try to be hon-
est and frank in giving your response. 
j). Don't change your answer once you marked them. 
k). If you have any difficulty then clarifies before starting the test. 
s 
.No. 
1 
2 
3 
4 
5 
6 
7 
8 
9 
10 
11 
12 
13 
14 
15 
16 
17 
18 
19 
20 
21 
22 
Items 
I feel sad when I see someone who is 
crying 
I enjoy group activities 
I know my emotions as I experience 
them 
I expect to do well on most thing I 
try 
I find it difficult to speak in a group 
People don't have to tell me what 
they are feeling. I can sense it 
I describe my feeling when I get 
confused 
I feel that one should not leave the 
hob until it completed 
I worry about being angry 
I care what happens to other people 
I prefer to engage in those activities 
that make me happy 
When I feel sad, I know what or who 
is upsetting me 
I get tense when u meet new people 
I can feel when people genuinely 
express love for me 
I express my feeling honesty 
I am able to learn from mistakes that 
I made in the past 
I prefer working alone on a project 
It is hard for me to overcome stress 
in difficult situation 
I motivate myself by imagining a 
good outcome to task I take on 
It is difficult for me to control my 
anger 
I find way of getting out of obstacle 
I easily forget things that upset me 
Always Often Some-times Rarely Never 
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It is not easy for me to deal with 
difficult phone-calls 
I keep trying even if I fail reportedly 
I prefer to go to places where I feel 
comfortable 
I know when my emotions changes 
I can judge what other people are 
feeling just looking at them 
I make other comfortable in my 
company 
It is difficult for me to keep quiet 
when angry unpleasant thing happens 
I have no difficulty in communicat-
ing with strangers 
I feel that stress during the proximity 
of examination sis useful in solving 
work related problems 
I feel ease with people whom I don't 
know 
I am aware of the non-verbal mes-
sage I send to other 
I know all the important information 
about what is happening in my group 
of friends 
I do not feel jealous of those who are 
better than me 
I feel the need to defend myself when 
I am being criticized 
I arrange events other enjoy. 
I feel sorry for those who are respon-
sible for their own misery 
I feel that my feeling and emotions 
help me to generate new ideas 
I know how my behavior will affect 
others 
I find it easy to see things from some 
else's point of view 
I feel that I can keep control on my 
emotions when I get angry or upset 
43 
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It is easy for me to share my secrets 
with others 
I help other people feel better when 
they are upset 
I help that I am impatient by nature 
If something is not right for me then I 
won't do it. 
When someone tells me about an 
important event in his or her life, I 
feel as though I have experienced 
that event myself. 
Unhappy ending of movies disturb 
me 
I know when an how I should 
controls my emotions 
When frightened, my fear ob anxiety 
is for short duration. 
